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Abstract

Fifty years after Brown v. Board of Education, there remain large gaps in
academic achievement between children of color and White students (Darling-Hammond,
2007). It is estimated that by 2050, the population of the United States will increase by
50%; 90% of which will be accounted for by minorities (Vanneman, Hamilton,
Anderson, & Rahman, 2009). In less than 50 years, our citizenry will be comprised of
“groups that are over represented among low achievers, and under represented among
high achievers” (Ferguson, 2005, p. 4). Nationwide, districts are addressing the issue of
the achievement gap through implementing formal equity professional development
opportunities at their school sites. While formal equity training leaves participants
transformed, they leave with little to no support in how to change their practice in order
to teach more equitably. Therefore, based on Bridges’ and Hallinger’s (1995) problem
based learning approach, the handbook, Keeping Equity in Mind, was developed, field
tested and revised using Borg and Gall’s (2003) research and development cycle. The
purpose of this qualitative study was to determine the usefulness of the handbook,
Keeping Equity in Mind, in supporting teacher leaders in continued equity work in their
classrooms once formal equity training had ended at their school sites. Participants
implemented the strategies presented in the handbook in order to determine its usefulness
in supporting teacher leaders in continued equity work in their classrooms. The findings
of this study determined Keeping Equity in Mind is a useful tool for teachers attempting
to close the achievement gap in their classrooms and the administrators who support
them.
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Preface
For the past nine years, I have been an educator in Title I schools in both
California and Oregon, and I have had the opportunity to work with students from diverse
cultural and socioeconomic backgrounds. I was fortunate enough to work at Cole
Elementary (San Jose, California) where teachers and administrators actively strive
toward closing the achievement gap between Black and Latino students and their Asian
and White counterparts.
While Cole evolved to become a school dedicated to closing the achievement gap
that was not always the case. In my first year of teaching at Cole, I blamed the
circumstances with which my students were dealing for their lack of engagement or
success at reaching benchmark. I often heard my colleagues (and I) say things such as,
“His father is in jail, and his mother is a gang member. Of course he isn’t doing well; he
has too much to worry about at home.” Another commonly used statement to legitimize
poor student engagement and achievement was, “Both his parents are working two to
three jobs, and he is taking care of his siblings and himself; no wonder he isn’t doing his
homework and he is falling asleep in class.”
After using these excuses, I realized I was giving myself justification for not
educating children based on extraneous circumstances. Of course it makes an educator’s
job easier if there is someone at home doing homework with a student, but it is not
acceptable to say certain children will not learn because their circumstances are less than
ideal. I could not believe that after one year, I had allowed several students to fall through
the cracks. Imagine how many students had fallen through the cracks due to my
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colleagues who had been justifying the lack of student performance based on familial
circumstances for the majority of their careers. Because of the educational gap between
students of color and their White peers, and Cole’s placement on Program Improvement,
the administration decided it was time to dig deeper into the racial issues perpetuating the
achievement gap at Cole, and this decision made all the difference.
When I first began teaching at Cole, the school was ranked 2 out of 10 against
similar schools on the Annual Performance Index. Teachers began to ask the question,
“What am I doing to ensure all my students are accessing state standards?” The focus
shifted from, “Why aren’t these kids learning what I am teaching them?” to “How can I
deliver the material in a way that is culturally relevant to all of my students,” thereby
increasing engagement and learning? It was at this moment that things at Cole began to
shift.
We came to the conclusion that the reason students were not meeting benchmark
was because the system was not working for them. We realized we had biases that were
keeping us from successfully educating our students of color. We were blaming our
students (and their families) for their lack of success. It was no longer a question of how
we teach this unit of study better, but of how we teach this unit of study so that all
students can access to the information.
In questioning our own belief systems, we began to challenge our assumptions
regarding the educational system and our students’ capabilities, and we began to look at
individual children in order to foster personal relationships, understand their
backgrounds, and plan our curricular objectives to meet their needs. It did not take long
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to realize that the relationship between culture, curriculum, and practice would be the
first step in beginning to close the achievement gap.
Through work with Partners in School Innovation and EdEquity, teachers at Cole
began to have pedagogical and philosophical shifts regarding their instructional practices.
By designing our curriculum to meet the needs of all of our students, and by ensuring we
had equally rigorous standards for our students of color, we began to see immediate shifts
in student achievement. When we began having these conversations in 2003, only 13% of
Cole’s Latino students were reading at grade level. By 2006, 40% of Latino students were
reading at grade level, and Cole ranked 10 out of 10 against similar schools on the
Annual Performance Index. In a few short years, we went from a school in the first stages
of Program Improvement to a California Distinguished School.
My experience at Cole demonstrated that all children can learn if curriculum is
thoughtfully addressed in ways that are culturally relevant and authentic to students’
experiences. Unfortunately, however, I was disheartened to learn that once our
administrator retired, and a new administrator was brought to Cole, Cole once again
found itself underserving its students of color. In only two years under their new
administrator, Cole was, again, scoring much lower than similar schools and not meeting
Adequate Yearly Progress (AYP). Upon hearing this news, I realized teachers need
support in continuing equity work—they the tool necessary to create an environment
where they are capable of critically analyzing their practice and beliefs to meet student
needs. It is crucial that conversations surrounding race and its link to student achievement
begin to become part of teacher leaders’ regular conversations regarding student success.

xv
I am hopeful Keeping Equity In Mind: A Tool for Teachers to Use While Planning Their
Lessons in Order to Sustain Equity Work will be an effective tool educators can use in
order to ensure they continue equity conversations and thoughtful planning for equitable
instruction long after formal equity training has ended.
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CHAPTER I
INTRODUCTION OF THE RESEARCH
Background
The American education system faces a very daunting challenge: improving
education for all students regardless of race, socioeconomic status, or gender. In a
country that prides itself on the ideology of the American Dream and the ability of
anyone to rise above poverty and marginalization through hard work and dedication in
order to fulfill the dream of prosperity, it is becoming more and more apparent that
achieving the American Dream is easier for some than for others. Often, people look
toward education as the most direct avenue toward obtaining the American Dream
(Ladson-Billings, 2009); however, a closer look at how education has been underserving
children of color suggests the American Dream is obtainable for most members of the
majority group, while it is kept just out of arm’s reach for people of color. If education is
the precursor to prosperity, then closing the achievement gap is imperative to ensuring all
citizens have equal opportunity in pursuing the dream.
An achievement gap is a “content knowledge gap [that] exists between minority
and non-minority children” (Sirota & Bailey, 2009, p. 253). In 2007, the National
Assessment of Education Progress (NAEP) reported that gaps between fourth grade
Black and White math students existed in 46 of 50 states (Vanneman et al., 2009).
Similarly, gaps between White and Black reading students existed in 44 states. While
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content knowledge gaps between these two races are decreasing, a national gap of 26
points in math and 31 points in reading still exist (Vanneman et al., 2009). If LadsonBillings (2009) is correct, in her assertion that education is a critical stepping stone in the
pursuit of the American Dream, it is clear we reserve the dream for White students and
deny it to many students of color.
Identification of Problem
This section, discusses the literature regarding why children of color are not
learning as effectively as their White peers. This discussion begins by briefly reviewing
the trends contributing to lowered achievement for students of color. Also discussed is
how privilege and institutional inequalities undermine the attempts of educators to
educate all children.
Several authors (Darling-Hammond, 2007; Delpit, 2006; Diamond, Randolph, &
Spillane, 2004; Gay, 2000; hooks, 1994; Howard, 2006; Ladson-Billings, 2009;
McKenzie & Scheurich, 2008; McLaren, 2007; Singleton & Linton, 2006; Sirota &
Bailey, 2009; Tatum, 2003) identified teacher perceptions of students of color as one of
the major attributors to America’s achievement gap. Gay (2000) suggested five trends in
teacher expectations deserve some attention. First, teacher beliefs regarding students’
abilities to learn influence the type of instructional opportunities they give students.
Teachers who have low expectations of their students teach with lowered rigor and
commitment.
Second, teacher expectations regarding student achievement are often affected by
factors that have no factual basis (Gay, 2000). For example, McKenzie and Scheurich
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(2008) conducted research in an urban elementary school where 80-90% of the barriers
reported by teachers in an effort to explain the achievement gap were external to the
school (e.g., parents do not value education, the family is unable to support the child’s
learning at home, this student simply does not care about school, or this child is unable to
learn because of their behavior). Similarly, Singleton and Linton (2006) claimed
educators often blame the existing achievement gap on students’ families, their culture or
their community, or the students themselves.
A third trend is the assumption students of color cannot learn as well as White
students (Gay, 2000). “As teachers’ expectations for higher achievers increase, so does
student performance, while the performance of low achievers becomes even worse when
teachers have low expectations” (Gay, 2000, pp. 59-60). Another trend in teacher
expectations is teachers tend to have higher expectations of their White students than they
do for their students of color (with the exception of some Asian Americans) (DeCuir &
Dixson, 2004; Delpit, 2006; Howard, 2006).
Finally, teachers who have lowered expectations for underperforming students
often do not feel efficacious about their competencies to teach those students (Gay,
2000). Diamond et al. (2004) studied the implications of teacher expectations of students
of color and found that when “students’ deficits were emphasized, teachers believed that
students’ lack of motivation, families, and limited skills undermined the teachers’ ability
to effectively teach” (p. 93). Because teachers believe certain students cannot learn, they,
in turn, believe they are incapable of teaching them.
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Other contributors to the achievement gap are privilege and institutionalized
inequalities that undermine the attempts of educators to teach all children (Adams, 2000;
Adams, Bell, & Griffin, 2007; Cochrane-Smith & Lytle, 2001; Darling-Hammond, 2007;
Delpit, 2006; Gay, 2000; Herr, 1999; hooks, 1994; Howard, 2006; Katz, 2003; LadsonBillings, 2009; McLaren, 2007; Nieto, 2002; Singleton & Linton, 2006; Sirota & Bailey,
2009; Tatum, 2003). Reforms of the past decades have traditionally focused on student
deficits and the need for increased content knowledge and skill in delivering standardsbased instruction to begin to close the achievement gap (Borko, 2004; Darling-Hammond
& McLaughlin, 1995; Falk, 2001; Garet, Porter, Desimone, Birman, & Yoon, 2001;
Guskey, 2002; Hargreaves & Dawe, 1990; McLaughlin & Zarrow, 2001; Stokes, 2001);
however, the belief that the educational institutions contributing to student failure deserve
some attention (Howard, 2006; Little, 1993, 2001; McLaren, 2007).
Institutionalized racism includes the practices and institutional policies that
perpetuate inequitable relationships between people of color and Whites (Katz, 2003;
McIntosh, 1988). Derman-Sparks and Phillips (1997) identified practices in education
that have inequitable outcomes, which include IQ testing, a lack of understanding about
cultural learning styles, tracking, and Euro-centric curriculum. They argued these
practices maintain the status-quo of institutionalized racism in schools. Furthermore, they
pointed out “teachers who consider themselves nonracist because they do not hold overtly
bigoted beliefs carry out these practices” (p. 11). For these reasons, among others, it is
important to discuss institutionalized racism and its effects on widening the achievement
gap.
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According to Singleton and Linton (2006), “educators cannot truly understand the
challenges faced by students of color—challenges that result in lowered achievement—
until [they] develop a deeper understanding of what it means to be White” (p. 183).
White privilege is a phenomenon that allows White people the opportunity of deciding
when and where to address racial issues. Because of Whiteness, members of the
dominant group are allowed to receive certain benefits associated with Whiteness,
whether they are aware of their privilege or not (McIntosh, 1988).
White Privilege is “an invisible package of unearned assets which [one] can count
on cashing in every day, but about which [one] was meant to remain oblivious”
(McIntosh, 1988, p. 2). White privilege has become an elusive subject that comes with an
immense pressure to ignore it, because if one chooses to recognize White privilege, they
must in turn give up the myth of meritocracy and recognize the privilege and
opportunities associated with Whiteness (McIntosh, 1988).
Significance of Problem
Because our nation has experienced and endured two centuries of slavery, a
century of court-sanctioned segregation by race, and yet another half century of
discrimination and differential access to education based on language, class, race, and
background, it is becoming increasingly clear that our nation has become accustomed to
educational inequalities that lead to lowered student achievement for children of color
(Darling-Hammond, 2007). While we, as a nation, bemoan the inequitable educational
outcomes between Black and Latino students and their White peers, we often “behave as
though we are unaware of—or insensitive to—the equally substantial inequalities in
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access to educational opportunity that occur from preschool through elementary and
secondary education, into college and beyond” (p. 318).
Fifty years after Brown v. Board of Education, there remain large gaps in
academic achievement between children of color and White students (Darling-Hammond,
2007). Addressing the achievement gap in American is critical to ensuring our nation’s
prosperity. It is estimated that by 2050, the population of the United States will increase
by 50%; 90% of which will be accounted for by minorities (Vanneman et al., 2009). In
less than 50 years, our workforce will be comprised of “groups that are overrepresented
among low achievers and underrepresented among high achievers” (Ferguson, 2005,
p. 4). The social stability of our nation depends heavily on how dedicated we are to the
pursuit of academic equity for students of color (Ferguson, 2005). Our nation cannot be
successful in meeting the needs of the new economy if our students do not encounter
more rigorous work in school, and many argue schools cannot improve unless the
accomplishments (or the learning gaps) of their students become public knowledge
(Darling-Hammond, 2007).
Furthermore, in order for a democracy to thrive in an atmosphere that requires a
well- educated citizenry, it must create an educational system that can guarantee its
students the right to learn. Many people of color do not receive the education they need in
order to compete in a labor market that increasingly demands higher levels of education
from its citizens. Nearly 70% of jobs in the United States today require specialized skills
and training beyond high school (Darling-Hammond, 2007); if our students of color are
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not getting the same educational opportunities in our school systems, how can they
compete in a job market as competitive as the one operating in the United States?
In order to address these inequities, educators must ask themselves: Why are our
Black and Latino students not performing at the same level of proficiency as our White
students? Silence among educators when it comes to discussing knowledge gaps between
students of color only perpetuates the problem (Singleton & Linton, 2006). As educators,
we must begin to ask the tough question: How am I contributing to the widening of the
achievement gap? By beginning to look at oneself introspectively, through inquiry-based
transformative professional development activities, I believe educators can begin to
transform their beliefs in a way that will lead to improved student achievement.
Why Focus Solely on Racial Equity?
As educators striving to achieve equity for all students, it is clear racial equity is
only one piece of the puzzle. I strongly believe, as educators, we need to endeavor to
teach in a manner that is rigorous enough to ensure girls achieve in math and science at
the same level as their male counterparts, we need to fight for the equal representation of
students in our LGBT communities—insuring they see themselves reflected in the
materials we select, and we need to ensure we are reaching our students with special
needs in a way that provides equitable access to a rigorous and authentic educational
experience.
Educators struggle to meet the needs of all of their students every single day.
Thankfully, school districts are starting to recognize teachers cannot win this battle
alone—they need help. Districts across the nation are beginning to provide professional
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development opportunities to support their teachers in closing achievement gaps.
Middleton School District, the district where this study takes place, is dedicated to
closing the racial achievement gap for their students of color. For this reason, this study is
focused solely on supporting teachers in continuing equity work in their classrooms in
order to begin to close the racial achievement gap for their students of color. This does
not mean, however, educators can or will forget about other marginalized groups and stop
striving to ensure equitable outcomes for them every single day they enter the classroom.
Research Methodology
For the purposes of addressing the need to support teachers in teaching for racial
equity in their classrooms, I have designed this study grounded in problem based learning
(PBL) (Bridges & Hallinger, 1995). I have done so to “develop more productive linkages
among research, theory, and practice” (p. 114) in order to address a real problem facing
the educational system in America today: educating all students equitably. As a teacher in
Title I schools in both California and Oregon, I have seen firsthand how students of color
are not meeting standard as often as their White and Asian classmates. In addition, I have
participated in several professional development opportunities designed to encourage
teachers to teach with equity in mind; however, I have been disheartened to see educators
struggle and become frustrated with equity work once formal equity training has ended,
and thus, abandon the effort.
I decided to design this study using the research and development (R&D) cycle in
order to author and field test the handbook, Keeping Equity in Mind: A Tool for Teacher
Leaders to Use While Planning Their Lessons in Order to Sustain Equity Work, which
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could potentially be one solution to the problem of continuing equity work once formal
training has ended. In order to design a handbook that is useful for educational leaders
dedicated to closing the achievement gap, this study progressed through the first seven
steps of the R&D cycle (Bridges & Hallinger, 1995). Table 1 highlights the 10-step R&D
cycle.

Table 1
Steps in the R&D Cycle
Step

Activity

1

Research and Information collecting

2

Planning Objectives, Learning Activities, and Small-Scale Testing

3

Develop Preliminary Form of the Product

4

Preliminary Field Testing

5

Main Product Revision

6

Main Field Testing

7

Operational Product Revision

8

Operational Field Testing

9

Final Product Revision

10

Dissemination and Implementation

Source: Bridges and Hallinger (1995, p. 120)

For the purposes of this study, data sources included interviews, surveys, and
observations as well as participant journals. The goal of this study was to determine if
Keeping Equity in Mind is a useful handbook in supporting educators with the
continuation of equity work in their classrooms. Chapter 3 discusses, in detail, the
questions guiding this study, the research methodology employed, the data collection
strategies and the data analysis techniques that were used for this study.
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Chapter Summary
This section discussed several possible reasons explaining why America’s Black
and Latino students are not achieving at the same level as their White and Asian peers. It
presented five trends in teacher expectations that can be linked to lowered student
achievement for students of color: (a) teachers’ beliefs regarding students’ abilities to
learn influence the type of instructional opportunities they give students; (b) teacher
expectations of student achievement is often based on factors that have no factual basis;
(c) the assumption that students of color cannot learn as well as their White and Asian
counterparts; (d) teachers tend to have higher expectations for their White students than
they do for their students of color; and (e) teachers do not feel efficacious about teaching
children of color, because they have lowered expectations for their academic abilities.
This section also discussed practices such as institutionalized racism and privilege as
contributors to lowered academic achievement for students of color.
Chapter 2 discusses the literature regarding the academic achievement gap for
students of color. In addition, it discusses professional development opportunities
presented educators in the 21st century, and how these opportunities may not be enough
to close the widening educational gap for students of color. Finally the next chapter
discusses possible solutions to professional development opportunities that could lead to
higher achievement for all students.
Definition of Terms
Achievement Gap: a “content knowledge gap [that] exists between minority and
non-minority children” (Sirota & Bailey, 2009, p. 253).
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American Dream: The idea that, in America, everyone can aspire to achieve an
ideal life, including happiness and success, if they are willing to work hard enough.
Colorblind Lens: Educators teaching through a colorblind lens treat all students
exactly the same—the race of their students does not affect their teaching practice.
Cycle of Inquiry: Teachers are given the opportunity to: (a) select and narrow a
focus for inquiry into their own practice, (b) determine what goals they will set and
measure, (c) create an action plan to work toward accomplishing those goals, (d) design a
plan for implementing the desired action, and (e) collect and analyze data generated by
their action (McLaughlin & Zarrow, 2001).
Critical Theory: critical pedagogy/theory uses the metaphor of woven fabric to
highlight the interconnectedness of the historical, political, and social aspects of
education that must be examined in order to understand how schools function in ways
that reproduce inequality. In addition, critical pedagogy provides an avenue through
which educators may begin to understand the role schools play within a race divided
society (McLaren, 2007).
Dominant Group: A group of people in a society that have power, privilege and
social status.
Equity: Attempting to even the playing field for members of the minority group
with those in the dominant group. Equity is not synonymous with equal. Equal means the
same; equity implies that, in order to level the playing field, one must put more energy
into closing the gap between the minority and dominant groups—giving equal treatment
may not be enough to achieve equity.
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Focal Students: Students “who are performing below grade level standard. Most
often, focal students are representative of the larger achievement and opportunity gaps in
[schools]” (Kidd & Congdon, 2007).
Teacher Efficacy: The feeling educators have when they believe they have the
capability to accomplish a goal.
Frame of Reference: “How one categorizes experiences, beliefs, people, events,
and the self involves structures of assumptions and expectations on which our thoughts,
feelings, and habits are based” (Mezirow & Taylor, 2009, p. 22).
Inquiry as Stance: “The positions teachers and others who work together in inquiry
communities take toward knowledge, its relationships to practice, and the purposes of
schooling” (Cochrane-Smith & Lytle, 2001, pp. 49-50).
Institutional Racism: Practices and institutional policies that perpetuate
inequitable relationships between people of color and members of the dominant group
(Katz, 2003; McIntosh, 1988).
Minority Group: Includes all groups that suffer from disparities of power or
unequal treatment due to minority group membership.
Professional Development: Systemic efforts to bring about change in the
classroom practices of teachers, in their attitudes, beliefs, and in the learning outcomes of
students (Guskey, 2002).
Reflective Discourse: the act of looking critically at one’s assumptions; it requires
participants to have the courage and will to seek new understanding—to welcome
differences and “try on” other points of view (Mezirow, 2000).
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Reform (Educational): The attempt to improve educational outcomes through
changes in policy and practice.
Training Model of Professional Development: The most commonly used form of
professional development designed as a “one-shot” transmission of information with little
to no follow up (Borko, 2004; Little, 2001).
Transformative Learning:
Learning that transforms problematic frames of reference to make them more
inclusive, discriminating, reflective, open, and emotionally able to change.
Frames with these characteristics are more likely to generate beliefs and opinions
that will prove more true or justified to guide action. (Mezirow & Taylor, 2009,
p. 22)
White Privilege: The phenomenon that allows White people the opportunity of
deciding when and where to address racial issues. Because of Whiteness, members of the
dominant group are allowed to receive certain benefits associated with Whiteness,
whether they are aware of their privilege or not (McIntosh, 1988).
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CHAPTER II
REVIEW OF THE LITERATURE
Introduction
The relationship between student achievement and race has been considered in
much of the literature I reviewed regarding the achievement gap between students of
color and their White counterparts in the United States. This chapter discusses what the
literature says regarding what teachers believe about the capabilities of their students of
color and why they believe they are not achieving at the same standard as their White
peers. Next, it discusses the purposes of professional development in an era of reform and
adult learning theory, transformative learning in particular, and how the use of critical
theory in educational professional development opportunities can promote transformative
learning. It then discusses the approaches to professional development the literature
suggests are the least and the most effective in affecting teacher change, and why those
that are ineffective do not work. In addition, this chapter discusses why, in order to
facilitate transformative learning, professional development should be based in inquiry.
Finally, this chapter concludes with a discussion of the limitations of the research I
reviewed and the implications of those limitations for future research.
What Teachers Believe is Causing the Achievement Gap
Of the literature I reviewed, several authors (Diamond et al., 2004; Gay, 2000;
McKenzie & Scheurich, 2008; Singleton & Linton, 2006) identified teacher perceptions
of students of color as one of the major attributors to America’s achievement gap. In a
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study performed by Diamond, et al. (2004), teachers of five urban schools were asked to
describe the capabilities of the children they teach; their expectations for White and
Asian students were very different from those for their Black students (regardless of
socioeconomic status). Table 2 summarizes the discrepancies between teachers’
assumptions of Black students’ abilities and those of their White or Asian peers as
reported by Diamond et al. (2004).

Table 2
Teacher Assumptions Regarding Student Achievement Based on Race and Economic
Status
School

Race of
Students

Lewis
School

Majority
White

64% Low Income

“eager to learn”
“highly motivated”
“mature”

Harris
School

Majority Asian

84% Low Income

“catch on quickly”
“excellent math”

Socioeconomic Status

Comments Made by Teachers About Students

Davis
School

100% Black

60% Low Income

“generally good kids”
“good kids compared to other schools”
“lack respect for adults”

Erikson
School

100% Black

90% Low Income

“too social”
“lack discipline”
“disrespectful”

Adams
School

Majority Black

Unavailable

“no one in their family has an education”
“influenced by drugs, crime, and [other issues
in] the inner city”

Source: Diamond et al. (2004)

In their study, Diamond, et al. (2004) recognized a pattern between lowered
teacher expectations and lowered achievement of Black students compared to Asian and
White students. They found, of the teachers working in schools with a predominantly
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White or Asian student population, 71% emphasized student assets when asked to discuss
student capabilities. On the other hand, of the teachers working in schools with a
predominately Black student population, only 23% emphasized student assets when
asked to share their beliefs regarding student achievement. If we hope to close the
achievement gap, I believe it is imperative to offer teachers professional development
activities that support inquiry and challenge taken-for-granted beliefs about students of
color in order to transform the manner in which educators teach and think about students
not belonging to the majority group. In the following sections, I discuss the purposes of
professional development in an era of reform and adult learning theory, transformative
learning in particular, and how it relates to teacher learning and professional
development.
Professional Development Approaches
In an era of accountability, high quality professional development is an aspect of
nearly every reform effort (Falk, 2001; Garet et al., 2001; Guskey, 1986, 2002; Lambert,
2002; Little, 2001). “Policymakers and public leaders show an increasing tendency to
portray teachers’ work as the work of reform—and more specifically, the reform of
classroom teaching in ways that result in more uniformly high levels of student
achievement” (Little, 2001, p. 41). In order to enter into reform efforts focusing on
closing the achievement gap through high quality professional development, it is
important to understand what the literature says regarding professional development and
its link to change.
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Professional development programs are “systemic efforts to bring about change in
the classroom practices of teachers, in their attitudes and beliefs, and in the learning
outcomes of students” (Guskey, 2002, p. 381). For several decades, research has shown
the least effective, yet most commonly used, model of professional development is the
workshop approach, or the training model, which is often a one-day activity designed to
transmit knowledge to teachers with little to no follow up (Borko, 2004; Desimone,
Porter, Garet, Yoon, & Birman, 2002; Falk, 2001; Garet et al., 2001; Guskey, 2002;
Little, 1993; Stokes, 2001). When asked on a national survey the type of professional
development they participate in most, 81.3% of teachers surveyed responded they were
participating in professional development activities that would fall into the category of
the training model (Desimone et al., 2002). For this reason, it is important to understand
the various approaches to professional development and how they support or negate
efforts to close the achievement gap.
In the literature I reviewed, professional development activities can be
categorized into three approaches: (a) knowledge-for-practice, (b) knowledge-in-practice,
and (c) knowledge-of-practice (Cochrane-Smith & Lytle, 2001). Implicit in professional
development activities designed as knowledge-for-practice is a metaphor of teacher as
“technician” rather than teacher as “professional” or “intellectual” (Hargreaves & Dawe,
1990). This type of professional development activity is designed to address curricular
and instructional change (Little, 2001) and many times involves the participation of
specialists in order to facilitate the transmission of knowledge from expert to technician,
or teacher (Cochrane-Smith & Lytle, 2001; Falk, 2001; Little, 2001). Knowledge-for-
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practice activities are typically characterized by short-term or one-shot workshops or
lectures (Falk, 2001), which research shows do not affect school-wide change or student
achievement (Borko, 2004; Desimone et al., 2002; Garet et al., 2001; Stokes, 2001).

Table 3
Professional Development Approaches
Type of Professional
Development

Knowledge-forpractice

Knowledge-inpractice

Knowledge-ofpractice

Professional Development
Activities





Duration of
Activity

Location of Knowledge
Within the expert
facilitating the professional
development activity—
knowledge is deposited in,
or given to, participants

Range from 1-5
days

 Observing expert
teachers in the field
 Probe expert teachers

With the expert teacher—
knowledge is deposited in,
or given to, participants

Can range from
one observation to
several






Within the educator—
knowledge is generated
through problematizing
beliefs and practice

Ongoing
throughout
career—cyclical;
becomes a process
of practice

Workshops
Institutes
College Courses
Conferences

Study Groups
Mentoring
Coaching
Teacher Collaboratives

Source: Garet et al. (2001)

Professional development activities structured within a knowledge-in-practice
approach are designed under the assumption that the most essential knowledge for
teaching is practical knowledge—that is, teachers learn best when they are able to probe
the knowledge of expert teachers or given the opportunity to strengthen their own
knowledge through designing “rich learning interactions in the classroom” (CochraneSmith & Lytle, 2001, p. 47). While it is possible educators may learn something from the
aforementioned types of professional development activities, it is clear that
transformation of beliefs will not occur due to the lack of critical reflection on one’s own
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practice. I believe professional development activities that fall within the knowledge-ofpractice approach are most successful in affecting change in teachers’ belief systems
about the capabilities of students of color, and, therefore, lead to transformation.
When educators are engaged in knowledge-of-practice, they are participating in
professional development activities that encourage inquiry (Cochrane-Smith & Lytle,
2001). With the current challenges facing reform efforts (ensuring all students have
equitable outcomes), I believe professional development opportunities that explicitly
incorporate elements of inquiry will be more successful in closing the achievement gap
because educators will be given the opportunity to critically examine their practice and
how it affects student achievement, positively or negatively, and will lead to the
transformation of beliefs. McLaughlin and Zarrow (2001) argued that in schools where
educators are engaged in inquiry,
problems [are] transformed from ‘social facts’ to subjects for inquiry and problem
solving. This transformation [is] most apparent…where explanations for poor
student performance [move] from those based on beliefs about students’ attitudes,
backgrounds, or capacities to the ‘fit’ between what students [need] to learn and
achieve and what [is] provided them. (p. 93)
I worry that professional development opportunities that fall within the
approaches of knowledge-for-practice and knowledge-in-practice will not lead to
transformed beliefs about students of color, and therefore, teachers will not reconstruct
their taken-for-granted beliefs. Therefore, in order to offer teachers professional
development opportunities that could potentially lead to the transformation of their takenfor-granted beliefs, professional development, I believe, should be designed using a
knowledge-of-practice approach that fosters critical reflection and discourse. In the next
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section, I discuss constructivist adult learning theory, transformative learning in
particular, and how it lends itself to supporting professional development activities
designed from within a knowledge-of-practice approach.
Teacher Learning
In her article On Two Metaphors for Learning and the Dangers of Choosing Just
One, Sfard (1998) discussed the use of metaphor in analyzing and determining the
assumptions underpinning specific learning perspectives. In her work, she identified two
metaphors that can be used in order to better understand learning and how it relates to
professional development activities. Learning perspectives focusing primarily on the
acquisition of knowledge or the attainment of content (e.g., knowledge-for-practice and
knowledge-in-practice) can be understood in terms of an acquisition metaphor. On the
other hand, if the focus shifts from accumulating knowledge to understanding learning as
a process through which one becomes a member of a community, learning can be
conceptualized in terms of a participation metaphor (knowledge-of-practice). Sfard
discussed the importance of operating between both the acquisition and participation
metaphors for learning in order to ensure the dictatorship of one metaphor does not “lead
to theories that serve the interests of certain groups to the disadvantage of others” (p. 11).
Sfard (1998) highlighted the importance of recognizing the relationship between
acquisition and participation metaphors in transferring previously attained knowledge to
participation in new communities that lead to transformed beliefs about students of color.
Educators must first be able to analyze the knowledge they have accumulated regarding
the capabilities of students of color (Delpit, 2006; Gay, 2000; Howard, 2006; Singleton &
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Linton, 2006), how the acquisition of this knowledge occurred (e.g., through participating
in the privileges awarded members of the dominant culture or adhering to societal
explanations for lowered student achievement for students of color), and the knowledge
itself must be analyzed in order to transform assumptions into discussions leading to
discourse. Reflective discourse is the act of looking critically at one’s assumptions; it
requires participants to have the courage and will to seek new understanding—to
welcome difference and “try on” other points of view (Mezirow, 2000). Through
discourse, educators begin to recognize their taken-for-granted frames of reference
regarding student achievement. Without acknowledging acquired biases in their takenfor-granted frames of reference, educators will not be able to participate in reconstructing
knowledge regarding students of color.
Both the acquisition and participation metaphors are implied in Singleton and
Linton’s (2006) framework for Courageous Conversations. Their framework includes
recognition of acquired knowledge in order to communicate and understand how
knowledge has contributed to lowered student achievement for Black and Latino
students. Their framework is dependent on the interconnectedness of both the acquisition
and participation metaphors. While their framework provides learning opportunities for
educators to join a community of practice where educators are able to participate in
reconstructing their assumptions regarding students of color, this discourse could not
occur without the acknowledgement and transfer of their previously acquired beliefs
regarding Black and Latino students.
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Through acknowledging the acquired frames of reference teachers hold in regard
to students of color and achievement, educators can begin to participate in a community
of learners dedicated to ensuring knowledge does not continue to strengthen those already
in power, but instead, begins to liberate those who have been oppressed (Sfard, 1998). In
many ways, professional development opportunities residing between the acquisition and
participation metaphors for learning allow educators to analyze their previously acquired
assumptions in order to participate in the “process of becoming a member of a certain
community. This entails, above all, the ability to communicate in the language of this
community and act according to its particular norms” (Sfard, 1998, p. 6). The community
to which educators must strive to belong is the community of those who recognize
differences, have difficult discussions around student achievement and race, and
determine interventions that are likely to affect student achievement. Like all
communities, this community of educators must have its own language and its own set of
norms through which educators can discuss student achievement and plan interventions
for students not meeting standard. As a result of becoming a member of this new
community, transformative learning takes place, and teachers will look at the work they
do in a completely different way (Borko, 2004; Desimone et al., 2002; Falk, 2001; Garet
et al., 2001; Guskey, 1986; Little, 1993; Stokes, 2001).
Some of the literature suggests, in order to close the achievement gap,
professional development should: (a) allow teachers to become more knowledgeable
about the subjects they teach, and (b) focus on implementation of standards (Borko,
2004; Haycock, 1998). Implicit in this discussion of professional development is an
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acquisition metaphor as well as a knowledge-for-practice approach; it refers to teachers
acquiring deeper understanding of the content they teach, so they can help students attain
mastery of state standards. I assume most (if not all) educators would agree the more
knowledgeable a teacher is, the more effectively they will educate students; however, if a
teacher has lowered expectations for students of color, they will teach the students with
lowered rigor regardless of their level of expertise (Diamond et al., 2004).
It is important to raise the notion that perhaps a paradigm that resides solely in the
camp of an acquisition metaphor contributes to the perpetuation of the status-quo, and
makes it, in my opinion, close to impossible to transform our current educational
practices that serve to raise the status of the dominant group. If knowledge is viewed as
property to be owned, then it becomes the means by which the powerful cement their
position in society while it serves to bind the powerless to continued oppression (Sfard,
1998). If educators are to transform the way they perceive or “know” students of color,
professional development must not resort to mere acquisition of knowledge. Professional
development must provide opportunities to acquire information in order for teachers to
have an opportunity to participate in the unveiling of their beliefs contributing to the
widening of the achievement gap.
Another way to examine adult learning theories pertinent to transformational
professional development is to analyze the ontological and epistemological assumptions
in the literature. The literature I reviewed regarding professional development which
encourages educators to analyze their assumptions in order to reconstruct new points of
view regarding the achievement of students of color is consistent with constructivist
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learning. The metaphor representing constructivist theory is carpentry or construction
work (Ernest, 1994). This metaphor describes understanding as building or constructing
mental structures. Within this metaphor is an opportunity for learners to transform, or
change conceptually, their previously built mental structures. Further, social
constructivism argues that the realm of the social and the individual are interconnected;
therefore, the metaphor for the mind is persons in conversation (Ernest, 1994). Social
constructivist theory relates to transformational professional development designed
within a knowledge-for-practice approach because the focus of concern “is not just with
the teacher’s knowledge of subject matter and diagnostic skills, but with teacher’s beliefs,
conceptions and personal theories about subject matter, teaching, and learning” (p. 12).
While the metaphor of carpentry represents constructivist theory, critical pedagogy uses
the metaphor of woven fabric to highlight the interconnectedness of the historical,
political, and social aspects of education that must be examined in order to understand
how schools function in ways that reproduce inequality (McLaren, 2007). In order to
understand teaching children of color, educators must acknowledge that institutions,
teacher assumptions, and structures of conventional education are European American
enterprises and, as such, are ethno-centric (Gay, 2000; Howard, 2006). Including a
critical perspective of learning in educational professional development opportunities will
allow teachers to analyze privilege and its effects on learning.
Furthermore, Little (1993) asserted that in order to begin to close the achievement
gap, educators must resist the urge to do what they have done historically and begin to
look with a critical lens toward institutional structures that have attributed to lowered
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student achievement for students of color. Little argued professional development must
encourage educators to ask questions, pose problems, and explore curiosities in a way
that changes their perspectives, their policies, and their practices. I believe professional
development activities designed to be transformational and inquiry based could be an
effective manner in which educators can begin to do the things Little has considered
imperative to teaching children of color. Critical pedagogy provides an avenue through
which educators may begin to understand the role schools (and they) play within a race
divided society (McLaren, 2007).
In order to help educators recognize how the roles of history, society, and politics
have contributed to the achievement gap, critical pedagogists argue teachers must be
provided the opportunity to analyze educational institutions as places that reflect the
ideologies of the dominant group (McLaren, 2007). In the same vein, Singleton and
Linton (2006), Gay (2000), McKenzie and Scheurich (2004), and Diamond et al. (2004)
have argued if educators are going to close the achievement gap, they must begin by
understanding the roles institutionalized racism and teacher bias play in contributing to
the widening of the gap. In order to begin to understand this, I believe they need
opportunities to engage in inquiry about their practice and their beliefs in order to
transform the way in which they teach their students of color.
Through looking at education through a critical theorist’s lens, educators can
begin to transform their beliefs about students of color. According to Mezirow (2000),
transformative learning involves the participation of teachers as learners in discourse that
examines the experiences of others in order to analyze how learners have justified their
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assumptions regarding other groups. Through assessing one’s assumptions, learners can
make decisions based on new insights. Transformation Theory provides a basis on which
educators can begin to examine their taken-for-granted frames of reference. Mezirow
argued learning is a process of understanding and interpreting prior knowledge in order to
transform one’s interpretation of experiences into a new frame of reference that is more
inclusive, reflective, and capable of change.
Mezirow and Taylor (2009) described a process through which adults go in order
to reach a transformation of beliefs. They described a 10-step transformative process that
I argue is missing from the professional development frameworks I have reviewed. The
process by which transformation is achieved, and how I believe it relates to
transformative learning for teachers is presented in Table 4.
Singleton’s and Linton’s (2006) model for professional development begins the
transformative process, but it falls short of the final steps, which I believe are the most
important to closing the achievement gap. In Courageous Conversations, teachers are
supported through the first four steps of transformative learning: (a) recognizing a
disorienting problem, (b) examining self, (d) assessing one’s beliefs, and (e) recognizing
that in order to relieve the discomfort caused by the disorienting problem, one must
transform their taken-for-granted frames of reference. Singleton and Linton dabbled with
the fifth component of transformative learning (exploration of new roles and
relationships); however, their model for professional development falls short in an
essential component of transformative learning: planning for and implementing future
action, which leads to new perspectives for teachers.
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Table 4
How the Phases of Transformative Learning Relate to Professional Development
Mezirow’s Phase of
Transformative Learning

How Mezirow’s Phase of Transformative Learning Relates
to Professional Development/ Learning for Educators

1

Learners are faced with a
disorienting dilemma.

Teachers realize they have lowered academic expectations
for their students of color.

2

Learners are encouraged to
participate in self-examination in
order to recognize taken-forgranted frames of reference.

Teachers ask themselves, Why do I have lowered
expectations for my students of color?

3

Learners engage in an assessment
of their taken-for-granted frames
of reference.

Teachers begin the dialogue of whether or not their
assumptions are accurate or a result of White privilege.

4

Learners recognize that their
discontent is a result of the
process of transformation.

Teachers are resilient and persevere through the discomfort
of analyzing biases.

5

Learners begin to recognize and
explore new roles, relationships,
and actions.

Teachers begin to ask themselves what they can do
differently in their practice to meet the needs of all students.

6

Learners put a plan of action in
place.

Teachers plan to become more aware of societal norms and
White privilege to begin to plan future action.

7

Learners acquire new knowledge
and strategies in order to
implement their new plan of
action.

Teachers make plans to begin to study their previous takenfor-granted frames of reference in order to determine how
they can change their practice to promote higher
achievement for students of color.

8

Learners implement their new
plan of action.

Teachers take their new learning from phases 6 and 7 into
their classroom and implement new strategies to meet the
needs of Black and Latino students.

9

Learners become more competent
and confident in their new role.

Teachers begin to feel as though they have the power to
facilitate closing the achievement gap. They begin to see
themselves as change agents in equity teaching.

Learners’ new frame of reference
is integrated into their
perspective.

Teachers no longer teach in a manner that is colorblind; they
teach students differently based on their needs, and they
believe that all students can be successful.

10

Source: Mezirow (1997)

I is my assumption teachers leave Courageous Conversations changed; they may
recognize they have been part of an educational system that is inherently racist against
Black and Latino students, and perhaps they leave with transformed frames of reference
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regarding the achievement capabilities of their students of color. However, Courageous
Conversations does not appear to support the creation of a plan for future action;
therefore, teachers’ transformations end before their new frames of reference are
integrated into their perspective and practice. I believe allowing educators the opportunity
to engage in inquiry-based professional development can allow them to move into
planning and implementing future action, thus integrating their new frames of reference
into their practice.
In order to close the achievement gap, I believe professional development needs
to support transformative learning and provide educators an opportunity to create a
community of learners that critically reflects on their practice in order to transform their
taken for granted beliefs regarding students of color. In the following section, I discuss
what the literature says regarding the types of professional development activities most
often offered teachers and why it is unsuccessful in transforming teachers’ beliefs, and,
therefore, failing to close the achievement gap. I also discuss why using transformative
learning theory to design professional development activities steeped in inquiry may be
the best tactic to ensure all students have equitable outcomes.
Why Professional Development Does Not Work
In their national study, Garet et al. (2001) described two types of professional
development, traditional and reform, as well as the activities associated with each (see
Table 5). Professional development activities that fall into the category of traditional, or
knowledge-for-practice, are least likely to affect change in teachers’ practice or beliefs
(Borko, 2004; Cochrane-Smith & Lytle, 2001; Darling-Hammond & McLaughlin, 1995;
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Falk, 2001; Garet et al., 2001; Guskey, 2002; Little, 1993, 2001; Stokes, 2001). However,
teachers participating in reform activities, or professional development activities
described as knowledge-of-practice, report having transformed beliefs about achievement
and how their practice influences it (Darling-Hammond & McLaughlin, 1995; Garet et
al., 2001; McLaughlin & Zarrow, 2001).

Table 5
Traditional and Reform Professional Development
Type of Professional
Development

Professional
Development Activities
 Workshops

Traditional
(Knowledge-forPractice)

 Institutes
 College Courses

Location of Knowledge

Duration of Activity

With the expert facilitating
the professional
development activity

Range from 1-5 days

Within the educator—
knowledge is generated
through problematizing
beliefs and practice

Ongoing throughout
career—cyclical;
becomes a process of
practice

 Conferences
 Study Groups

Reform

 Mentoring

(Knowledge-ofPractice)

 Coaching
 Teacher Collaboratives

Source: Garet et al. (2001)

While the literature suggests reform type professional development activities are
most effective in affecting change (Darling-Hammond & McLaughlin, 1995; Garet et al.,
2001; McLaughlin & Zarrow, 2001), 79% of the 1,027 teachers surveyed reported the
professional development activities they participated in most commonly were of the
traditional type (Garet et al., 2001). I believe this is one of the reasons the achievement
gap continues to exist. If we do not change the way in which we think about teacher
learning, I fear we will see continued discrepancies in the achievement of students of
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color and their White peers. For this reason, I think activities that support inquiry leading
to transformed beliefs is what is missing from traditional models of professional
development.
Darling-Hammond and McLaughlin (1995) argued the success of the reform
agenda depends on “teachers’ success in accomplishing the serious and difficult task of
learning the skills and perspectives assumed by new visions of practice and unlearning
the practices and beliefs about students and instruction that have dominated their
professional lives” (p. 597). In order to unlearn previously held beliefs, teachers need to
be supported in the transformative learning process. I believe professional development
activities which are inquiry based are the best strategies to facilitate transformative
learning.
According to the literature, there are several characteristics of high-quality
professional development—most of which would be included in professional
development activities supporting inquiry-based transformative learning. Professional
development should encourage teachers to engage in critical discourse regarding their
practice and reflect on student achievement in a manner which is data driven (CochraneSmith & Lytle, 2001; Darling-Hammond & McLaughlin, 1995; Little, 2001; McLaughlin
& Zarrow, 2001). In addition, professional development activities that have been
considered transformative include opportunities for teachers to observe one another and
reflect critically on their own.
Professional development of this kind . . . creates new images of what, when, and
how teachers learn, and these new images require a corresponding shift from
work of teachers to strategies intended to develop schools’ and teachers’ capacity
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to be responsible for student learning. (Darling-Hammond & McLaughlin, 1995,
p. 598)
In order to develop teachers’ capacity to be responsible for student learning, it is
necessary to have a framework for professional development which supports teachers
engaging in inquiry to transform their beliefs and guide their instruction. The next section
discusses inquiry-based professional development activities, the cycle of inquiry in
particular, and why I believe it lends itself well to transformative learning theory and
critical pedagogy. In addition, I argue this type of professional development activity
might be more successful in closing the achievement gap than the commonly used
traditional models.
Inquiry-Based Professional Development
A growing body of literature supports the notion of inquiry-based professional
development as the approach most likely to facilitate transformative learning (CochraneSmith & Lytle, 2001; Darling-Hammond & McLaughlin, 1995; Desimone et al., 2002;
Elmore, 1996; Garet et al., 2001; Lambert, 2002; Little, 1982, 1993, 2001; McLaughlin &
Zarrow, 2001; Stokes, 2001). In this section, I discuss inquiry-based professional
development with an emphasis on the cycle of inquiry (McLaughlin & Zarrow, 2001) and
how research shows inquiry leads to the transformation of teacher beliefs and increased
student achievement. I then argue that any reform agenda aimed at closing the
achievement gap should be grounded in an “inquiry stance” on teaching that is both
critical and transformative (Cochrane-Smith & Lytle, 2001).
Cochrane-Smith and Lytle (2001) described inquiry as stance as “the positions
teachers and others who work together in inquiry communities take toward knowledge,
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its relationships to practice, and the purposes of schooling” (pp. 49-50). The metaphor of
stance is used to describe how educators define the ways in which they see, and the
lenses through which they examine the social, political, historical, and cultural
significance of schooling.
Fundamental to this notion is the idea that the work of inquiry communities is
both social and political—that is, it involves making problematic the current
arrangements of schooling; the ways knowledge is constructed, evaluated, and
used; and teachers’ individual and collective roles in bringing about change.
(p. 50)
Inquiry as stance allows educators to look critically at their practice (and the
results of their practices) in order to determine how they can transform their current
practices to meet the needs of all students. This process, I believe, is essential when
educators take on the challenge of closing the achievement gap.
A framework I feel lends itself well to supporting teachers through the process of
taking on a stance of inquiry is the cycle of inquiry (McLaughlin & Zarrow, 2001). In a
cycle of inquiry (see Figure 1), as in Cochrane-Smith and Lytle’s (2001) inquiry as
stance, teachers are given the opportunity to: (a) select and narrow a focus for inquiry
into their own practice, (b) determine what goals they will set and measure, (c) create an
action plan to work toward accomplishing those goals, (d) design a plan for implementing
the desired action, and (e) collect and analyze data generated by their action (McLaughlin
& Zarrow, 2001). The cycle of inquiry works through many of the components of
transformative learning, and therefore, is appropriate for educators attempting to
transform their beliefs regarding their students of color. As a participant in a cycle of
inquiry, teachers are given the opportunity to see first-hand whether or not their practice
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is impacting the achievement of their students, particularly their students of color. If
teachers are reflecting critically on their own practice and whether or not if affects
student learning, I believe they are likely to begin to look at systems of inequity, which
may be their own practice, as the cause for lowered student achievement rather than
continue to blame the students themselves.

Determine a
Focus for Inquiry
Into Practice

Collect and
Analyze Data

Design a Plan of
Action for
Implementation

Determine
Measurable Goals

Creat an Action
Plan

Figure 1. The Cycle of Inquiry process. This is a process through which educators can
design an inquiry into practice in order to create an action plan for instruction, collect and
analyze data, and plan follow-up actions. Adapted from McLaughlin and Zarrow (2001).

McLaughlin and Zarrow (2001) discussed their involvement in studying one of
the largest school reform efforts in California, The Bay Area School Reform
Collaborative (BASRC). BASRC was a 5-year reform effort in the San Francisco Bay
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Area which studied schools, throughout the 118-district region, engaging in a cycle of
inquiry in order to attempt to close the achievement gap. BASRC’s aim was to “change
the way schools do business” (p. 79).
By engaging in a cycle of inquiry, teachers in BASRC schools began to see
growth in students’ achievement. In addition, they began to identify concrete gaps in
students’ learning. “What had been generic problems became more concrete—they took
on names and faces” (McLaughlin & Zarrow, 2001, p. 88). Because teachers in BASRC
schools were coached to identify students who were not meeting standard and determine
what obstacles stood in the way of those students meeting standard, they were able to
problematize the obstacles standing in the way of their students and make a focused
action plan for removing those obstacles.
Between the years of 1988 and 1989, BASRC schools improved student
achievement in 77% of participating elementary schools, 64% of participating middle
schools, and 59% of participating high schools (McLaughlin & Zarrow, 2001). If, in one
year, BASRC schools can change the way teachers do their work resulting in significant
gains, one could argue they were on track to beginning to close the achievement gap in
participating schools.
Building upon the work done in BASRC schools, Partners in School Innovation
(San Francisco, CA) implemented a Results Oriented Cycle of Inquiry (ROCI) in order to
focus intently on data in order to allow it to drive inquiry and instruction (Kidd & Starr,
2011). ROCI is a five-step process
designed to support individuals in sharpening their focus on results and
developing habits that fuel continuous improvement. ROCI focuses everyone’s
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attention directly on student learning; stimulates people to learn from their
successes and to implement their provisional solutions and monitor how they are
working. In this way, ROCI engages teachers and other leaders at every level as
true learning leaders and, simultaneously, as leaders of sustained organizational
learning and improvement. (p. 5)
Through a Results Oriented Cycle of Inquiry, Partners in School Innovation has
shown success in the schools with which they work. In 2010, the 12 schools partnered
with Partners in School Innovation showed a gain of 6.1 percentage points on the
California Standards Test in English Language Arts, a gain of more than three times the
state as a whole made (Kidd & Starr, 2011). In addition, 33% of participating schools
achieved double-digit increases in literacy gains and “outpaced the state in literacy gains
made by African-American, Latino, and English Learner students” (p. 8).
One aspect of Partners in School Innovation’s Results Oriented Cycle of Inquiry I
find interesting is their incorporation of focal students. Focal students are students are
students “who are performing below grade level standard. Most often, focal students are
representative of the larger achievement and opportunity gaps in the school” (Kidd &
Congdon, 2007, p. 1). Teachers working with Partners in School Innovation are
encouraged to choose five focal students who are below standard, but within reach of
meeting grade level goals. Teachers observe these students, interview these students, and
plan their cycles of inquiry with these students in mind. The idea is if teachers are
designing their lessons to meet the needs of their focal students (and measuring the
results), they will teach in a more rigorous fashion, and a ripple effect will occur. Because
they focus intently on the learning of their five focal students, the rest of their students
will also benefit from this planning (Kidd & Congdon, 2007).
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Hunt, Soto, Maier, and Doering (2003) saw similar success when they used focal
students to implement instruction to better meet the needs of Special Education students
as well as General Education students at risk of not meeting benchmark. Teachers
collaborated with support staff to implement Unified Plans of Support (UPS) for focal
students in order to specifically target students with lowered success rates in their
schools. Prior to implementation, the rate of engagement for focal students was
significantly lower than their classmates. Following implementation, focal students’ rate
of non-engagement decreased from an average of 33% to a range of 0.2% to 5%. In
addition, focal students began to interact with their teachers and their peers 18% to 29%
more often than before implementation. Through targeted instruction designed to meet
the needs of their focal students, teachers observed (a) an increase in engagement from
focal students, (b) an increase in efficacy shown by focal students, (c) an increase in
interactions between focal students and their peers, (d) an increase in focal students
asking for help, and (e) an increase in enjoyment of classroom activities (Hunt et al.,
2003).
Through inquiry, schools are beginning to see a narrowing of the achievement gap
that is quite encouraging. In order to maintain the momentum created by BASRC and
Partners in School Innovation, I believe it is imperative we begin to look closely at
inquiry and how it can transform teachers’ beliefs regarding the capabilities of their
students of color. In addition, by giving teacher leaders the opportunity to begin to see
“inquiry as a stance” (Cochrane-Smith & Lytle, 2001), we are giving them the
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opportunity to change patterns of institutionalized inequities that have been present in our
schools for decades.
The literature shows a growing body of research suggesting teachers participating
in professional development activities should be treated as active learners rather than
recipients of knowledge. Gone are the days of designing professional development
activities that are one-shot remedies with little to now follow up. In an era of reform,
teachers must be supported in engaging in critical pedagogy in order to undo the
inequities compounded by so many years of systemic racism in our schools. It is
necessary to design professional development activities that encourage teachers to
analyze data, reflect on their practice in relation to the data, propose possible solutions,
and design actions to test if their solution is successful. In doing so, educators will be
participating in the critical discourse Mezirow and Taylor (2009) argued is essential to
transformation of taken-for-granted frames of reference. In addition, the cycle of inquiry
process will allow educators to participate in professional development steeped in critical
pedagogy in order to begin to understand how educational inequities for students of color
impact their achievement.
Limitations
My primary purpose in reviewing the literature was to identify the implications of
professional development on closing the achievement gap. While I was able to find
substantial information on the achievement gap and possible explanations for its
existence, most of the literature I came across dealt specifically with the traditional belief
that teacher knowledge and successful implementation of standards-based curriculum is
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the leading factor in closing the achievement gap. I found very limited data analyzing the
results of professional development opportunities that transformed teachers’ beliefs about
students of color and whether or not these types of professional development
opportunities lead to increased achievement. The only data I was able to find to support
the success of transformative professional development in closing the achievement gap
was that done by Singleton and Linton (2006). Because they are reporting on a
framework they designed to transform teachers’ beliefs about students of color, their bias
cannot be overlooked.
From my review, it appears that more research needs to be conducted in
measuring the effects of transformative learning on closing the achievement gap. Other
areas to continue exploring are: (a) studies focusing on the implications of
institutionalized racism in school settings, and how addressing them lead to a measured
increase in student achievement; (b) discussions on how transformed beliefs about the
capabilities of students of color can be measured and correlated to achievement; and (c)
how can professional development be structured and monitored in order to facilitate
transformation?
It is clear from the literature I reviewed that the achievement gap between
students of color and their White counterparts is of particular interest in educational
research. While I was able to uncover several reports proving the existence of the gap and
research explaining why the gap may exist, the waters were shallow when it came to
professional development that leads to transformational learning for teachers resulting in
a lessening of the gap between students of color and the dominant group. Nevertheless,
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the relationship between professional development transforming teachers’ beliefs about
the academic abilities of students of color and closing the achievement gap are waters
worth exploring.
Critique
I am hopeful that all children in our country can learn if given the appropriate
opportunities. It is because of this belief I have decided to dedicate my work as an
educator to exploring the causes of the achievement gap in order to understand how
educational leaders can organize professional development opportunities for teachers that
lead to increased achievement for all students. Because I believe teacher expectations and
biases are two of the primary reasons for the achievement gap, I was particularly
interested in analyzing literature that discussed the types of professional development that
have been successful in transforming teachers’ beliefs regarding children of color. I was
eager to find examples of transformational learning and critical theory perspectives and
their effects on student achievement. In this section, I will critique the strengths and
limitations of the literature I reviewed in terms of assumptions, metaphor, approaches to
inquiry, power relations, and matters of equity.
The majority of the literature I reviewed states that teachers’ biases and
assumptions regarding the achievement capabilities of students of color is a fundamental
cause attributing to the achievement gap (Diamond et al., 2004; Gay, 2000; McKenzie &
Scheurich, 2008; McLaren, 2007; Singleton & Linton, 2006). An underlying assumption
in the majority of the literature I reviewed is the belief that recognizing institutional
structures that lead to lowered student achievement for Black and Latino students is
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enough to change teachers’ perspectives about students of color. This assumption (as I
mentioned in my analysis above) does not allow for the implementation of a new plan of
action which leads to new frames of reference being integrated into teachers’ perspective
(Mezirow & Taylor, 2009). If teachers’ perspectives are not modified to include new
frames of reference, I worry that teachers will continue to work with Black and Latino
children in the same manner they have traditionally.
The use of metaphor is limited in the literature I reviewed. While the participation
and acquisition metaphors are implied in professional development opportunities that are
transformational, the implicit nature of their presence is noteworthy. It seems that
participation metaphor as well as Bateson’s (1994) learning as coming home fits well
with critical theory in that “teachers are unaware of their own un-verbalized knowledge
and take it for granted as a foundation, failing repeatedly in the attempt to teach pupils
from other backgrounds in whom that knowledge is absent or different” (p. 207).
Through critical analysis of power, educators can begin to see learning as a homecoming
for children of color rather than a process that alienates them.
In the limitations section of the literature review, I stated that I was unable to find
analyses of professional development that transformed teachers’ beliefs regarding
students of color and whether or not these types of professional development are leading
to increased student achievement. Singleton and Linton (2006) were the only authors I
reviewed that attempted to measure student success based on transformation of teacher
beliefs. While the data they provide shows increased student achievement for Latino and
Black students, it does not give mention to teacher beliefs and how they changed (though
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it is implied). If transforming teachers’ beliefs regarding their students of color is a key
component in closing the achievement gap, more research needs be done in order to
gather data measuring the change in teachers’ perceptions of students of color (or lack
thereof) and the relationship between transformed teachers’ beliefs and improved student
achievement.
Power relations and matters of equity are critical to my analysis of
transformational professional development, because I believe it is our moral obligation to
ensure all children have equitable opportunities to learn. It is important that educators
begin to look not only at what schooling means but also at how schooling has come to
mean what it does (McLaren, 2007). McLaren (2007) argued that schools are not what we
have traditionally believed—socializing agencies that educate intelligent, skilled
citizens—but rather they are institutions where the ideologies of the dominant group are
reinforced contributing to social issues such as racism, sexism, and classism. Educators
must make the “distinction between schooling and education. The former is primarily a
mode of social control; the latter has the potential to transform society” (pp. 191-192). If
educators are going to have the skills and courage to teach students in a critical manner,
they must first experience their own transformation. In order to ensure equitable teaching
is happening in our schools, we must recognize the role of racism (both institutional and
personal) in maintaining positions of power for White Americans.
Further, Mezirow (2000) purported there are inequities in social structure that
influence the way in which one understands their own experience. “Learners need to
become critically aware of how these factors have shaped the ways they think and their
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beliefs so they may take collective action to ameliorate them” (p. 28). Through liberating
oneself from “reified forms of thought” (p. 29), educators can begin to transform their
way of thinking and acting by beginning to empower others in the surrounding
community to stop blaming students for their lowered academic achievement and begin
to look critically at the institutions that have served to oppress students of color. In doing
so, educators can take the first steps in creating a more socially just world.
Conclusions and Recommendations
My purpose in analyzing literature about professional development and its role in
closing the achievement gap has been to get a better understanding of what some of the
literature says about the role racism plays in underachievement for students of color in
our country. In reviewing the literature I gathered, it has become clear that the
achievement gap between students of color and White students is of particular interest in
educational research. The review of literature showed various options for designing
professional development opportunities which lead to increased student achievement.
While some of the studies (Barth et al., 1999; Haycock, 1998) focus on the positive
effects increased content knowledge of teachers has on student achievement, I cannot
help but wonder how focusing on standards alone will address the inherent racism in our
educational systems.
Therefore, I must join the many scholars (Darling-Hammond, 2007; Delpit, 2006;
Gay, 2000; hooks, 1994; Howard, 2006; Ladson-Billings, 2009; McLaren, 2007; Nieto,
2002; Sleeter, 2001; Tatum, 2003) who are beginning to look at the miseducation of
Black and Latino students through a pedagogical lens that is both critical and
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transformative. I believe that in order to address societal issues of race and class that are
perpetuated in the education of our citizens, more research needs to be done on the effects
of teacher perceptions of students of color. While I understand quantifying one’s beliefs
and biases is an undertaking that is complex at best—it is an avenue of research that can
begin to evoke social change that empowers educators to do what they originally set out
to do—educate intelligent, dedicated, and skilled citizens regardless of race.
Often, change can be paralyzing, and transformation, though paramount in closing
the achievement gap, is something that educators need to be supported through;
otherwise, educators who are resistant to the process may participate in the discourse but
continue to teach with closed doors. In order to work toward a more just society,
educators must be willing to look critically at those in power and those who are
oppressed. Through beginning to dissect the intricacies of racial stratification in our
society, we can begin to unravel the fabric that history, politics, and society have woven
together in order to bind the relationship between race and privilege.
Chapter Summary
This chapter highlighted the literature on the most likely reasons children of color,
particularly Black and Latino students, are not performing with the same academic
success as their White and Asian classmates. This chapter also discussed the professional
development opportunities participated in by teachers most frequently and how these
opportunities do not lead to transformation of teacher beliefs or practice. In addition, this
chapter reviewed the literature that suggests professional development that is inquiry
based is most likely to support educators in closing the achievement gap.
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The following chapter introduces readers to the research design of this
dissertation work and discusses the questions that guided the study. It also highlights the
research methodology, data collection methods, and data analysis tools used in this study.
It describes how the handbook was field tested using the R&D cycle (Borg & Gall,
2003), and how the study was designed to gather data on the effectiveness of Keeping
Equity in Mind in order to revise it to meet the needs of educators dedicated to closing the
academic gap for their students of color. My hope is, through the R&D process, this
handbook will become a valuable tool educators can use to begin to undo the inequities
our students of color face as they enter into the American educational system.
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CHAPTER III
RESEARCH METHODOLOGY
Introduction
As I have mentioned in previous chapters, it is up to educators to begin to ask the
tough questions: What am I doing to contribute to the achievement gap, and What can I
do to ensure all students in my classroom are given equitable educational opportunities?
In order to successfully begin to challenge the status quo, I believe educators and
educational leaders need support. It is my hope that Keeping Equity in Mind will offer
one type of support to educators dedicated to beginning to challenge and close the
academic gap between their White students and their students of color.
Keeping Equity in Mind is a hands-on resource designed for teacher leaders
dedicated to continuing equity work and the administrators who support them. It walks
readers through the steps necessary in determining focal students—students of color who
are below grade level—and designing engaging lessons through a cycle of inquiry
process in order to motivate and inspire them. The handbook supports readers in
determining focal students, designing lessons with a specific standard in mind, designing
common formative and summative assessments, using the data to drive instruction, and
building and maintaining strong relationships with focal students.
In this section, I discuss the role of the researcher and sample selection. In
addition, I introduce the research questions that guided this study. I explain why I chose
to design this study using PBL employing the R&D cycle as the methodology (Borg &
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Gall, 2003), and how this process lends itself well to educational research. I also describe
the R&D process and briefly describe what I did at each stage of the development process
(for a more in-depth discussion of each step of the R&D process, see chapter 4). In
addition, I discuss the data collection strategies I employed in this research as well as
how I analyzed said data. Finally, I end this chapter with a timeline of the data collection
process.
Role of the Researcher
This study took place at two school sites in Middleton School District: Johnson
Elementary and Sunset High School. The role of the researcher was that of participant-asobserver (Borg & Gall, 2003; Johnson & Christensen, 2008). “The participant-asobserver spends a good deal of time in the field participating and observing” (Johnson &
Christensen, 2008, p. 214). I was able to take on the role of participant-as-observer at
Johnson Elementary, because prior to the school year of 2014, I was employed as a fifth
grade teacher at the site. Two of the three participants from Johnson who agreed to pilot
Keeping Equity in Mind were my previous teammates, so I have an insider’s view of how
the participants at Johnson plan, teach, and assess their lessons. At both Johnson and
Sunset, I actively participated in planning the teams’ cycles of inquiry. I helped
brainstorm ideas for designing engaging lessons, and I helped determine formative and
summative assessments. In many ways, I was a member of their teams. However, the
participants knew I was gathering data, and they were aware of the fact I was observing
their planning meetings while I participated (Johnson & Christensen, 2008).
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A benefit to being a participant-as-observer is I was able to establish a meaningful
identity within the groups (Borg & Gall, 2003), and I established relationships with the
participants, which allowed them to feel comfortable enough in the process to ask hard
questions, admit shortcomings, and push my thinking as a researcher. Our rapport
allowed us to genuinely communicate as we participated in the implementation of
Keeping Equity in Mind. However, this type of authentic interaction did not happen
immediately. Johnson and Christensen (2008) described a possible weakness of the
participant-as-observer approach is participants may not act completely natural knowing
they are being observed. This was apparent in my first observation of teachers planning at
Johnson Elementary. A member of the team made several comments about “being a team
player” and “anything that is good for the team is good for me,” which were clearly
directed at me (and the audio-recorder); however, by the time we began planning their
first cycle of inquiry, she no longer made such comments.
Another benefit to this approach is I was able to elicit feedback on the process of
implementing Keeping Equity in Mind in real time. I was able to observe first-hand what
was working and what was not. In addition, I was able to ask participants in the moment
what they needed in order to be more successful in implementing a cycle of inquiry in
order to help them design targeted instruction for their focal students.
I believe the role of participant-as-observer allowed me to work hand-in-hand
with the teacher participants to identify pitfalls and shortcomings of implementing
Keeping Equity in Mind. In order to address issues of bias, I allowed participants to
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member check transcripts of observations and interviews in order to comment, correct, or
add additional thoughts to their previous comments (Creswell, 2007).
Sample Selection
The preliminary field test of this study was designed using convenience sampling
techniques. Researchers use convenience samples when “they include in their sample
people who are available or volunteer or can be easily recruited and are willing to
participate in the research study” (Johnson & Christensen, 2008, p. 238). One limitation
to convenience sampling is researchers are unable to make generalizations based on the
data they gather, because the sample they have selected is likely not representational of
the greater population. However, because the purpose of the preliminary field test in a
R&D cycle is to gather preliminary data in the usefulness of the product—not make
generalizations about a particular population—I believe a convenience sample was
appropriate.
The main field test of this study was designed using purposive sampling, which
allows researchers to select “individuals and sites for study because they can purposefully
inform an understanding of the research problem and central phenomenon in the study”
(Creswell, 2007, p. 125). In purposive sampling, researchers determine the characteristics
desired for their sample, and then locate individuals with those characteristics (Johnson &
Christensen, 2008). In this study, a purposive sample of elementary and secondary
teachers in Middleton School District was selected. Criteria for the sample selection were
twofold: (a) teachers were currently teaching in the elementary or secondary grade levels
in Middleton School District, and (b) teachers had participated in formal equity training
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either at their school sites or through district-wide equity training (see chapter 4 for
specific sample demographics).
Research Questions
In an attempt to help support educators in continuing equity work beyond the end
of their professional development training, I designed the handbook, Keeping Equity in
Mind: A Tool for Teacher Leaders to Use While Planning Their Lessons in Order to
Sustain Equity Work, which focuses on the use of a cycle of inquiry to guide their work
when planning lessons for their classrooms. This handbook supported educators in
planning for equitable academic outcomes for all of their students, because it focuses on
targeting instruction for focal students in order to better design learning objectives for
students who have fallen into the academic gap. The primary research question this study
aims to answer is: How useful is the handbook, Keeping Equity in Mind: A Tool for
Teacher Leaders to Use While Planning Their Lessons in Order to Sustain Equity Work,
in building teacher efficacy in regard to teaching their students of color? The handbook
is intended to provide support by helping educators understand the cycle of inquiry and
how to properly choose and focus on focal students as they plan their weekly lessons. The
following questions are secondary questions that guided the evaluation of the handbook:
1. How useful is Keeping Equity in Mind in supporting educators in explicitly
thinking of their students of color as they plan their weekly lessons?
2. How useful is Keeping Equity in Mind in helping educators build stronger
relationships with their students of color?
3. How useful is Keeping Equity in Mind in helping teacher leaders engage
students of color?
4. How useful is Keeping Equity in Mind in building teacher efficacy in regard to
teaching students of color?
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5. What are the participants’ perceptions of the handbook’s content, and
usability?
6. What suggestions do the educational leaders have for the improvement of this
handbook?
By allowing these research questions to guide my work, I gained insight into the
usefulness of the handbook I created in affecting how educators think about their students
of color as they plan their weekly lessons. It is my hope that the use of this handbook will
become part of a planning routine for educators to ensure their continued commitment to
teaching equitably in their classrooms. These questions helped guide revisions to the
handbook in order to ensure the final version took into account the input from those who
participated in its creation.
Research Design
After evaluating several research design options for my dissertation work, I came
to the conclusion, along with Bridges and Hallinger (1995), that PBL provides
“opportunities for practitioners to develop the capacity to apply knowledge from theory
and research to problems of policy or practice” (p. 116), and therefore, was the best
methodology for the work I was setting out to accomplish. I was especially intrigued by
the notion that my research, designed using the PBL process, would not merely be a
means to an end, a mere requirement for completing a doctorate degree, but rather would
have actual value in the work I plan to do in the future.
PBL
Because the goal of Ed.D. programs is “to apply knowledge from theory and
research to problems of policy or practice” (Bridges & Hallinger, 1995, p. 116), it makes
sense that students pursuing an Ed.D. select a methodology that employs both academic
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and practical goals. The PBL model allows doctoral students to identify research
questions that relate directly to problems of educational policy and/or practice—problems
with which they are familiar because they are struggling with them every day in the work
they do. I believe the model that lends itself most readily to the pursuit of PBL is the
R&D cycle (Bridges & Hallinger, 1995). Once a problem in practice has been identified,
the researcher reviews the pertinent literature; following a review of the literature, the
researcher designs and field tests a product. During this stage of the PBL project, the
researcher will develop, field test, and revise a preliminary form of their product. In the
final development stages of the product, the researcher conducts a main field test, collects
both summative and formative assessment data on the effectiveness of the product, and,
finally, makes any necessary revisions to the product to increase its overall effectiveness
in addressing the problem of practice (Bridges & Hallinger, 1995).
Educational Research and Development [R&D] is an industry-based development
model in which the findings of research are used to design new products and
procedures, which then are systematically field tested, evaluated, and refined until
they meet specified criteria of effectiveness, quality, or similar standards . . . it has
great promise for improving education because it involves a close connection
between systematic program evaluation and program development. (Borg & Gall,
2003, pp. 569-570)
In the next section, I describe the steps of the R&D cycle, and discuss what I did
at each stage of the process.
R&D Cycle
The R&D cycle is a 10-step process used to convert research findings into
products and/or programs which can be used in the field of education (Borg & Gall,
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2003; Bridges & Hallinger, 1995; Lorenz & Pichert, 1989). Table 6 outlines the steps of
the R&D process.

Table 6
The R&D Process
Step
Research and Information Gathering

Planning

Develop Preliminary Form of Product
Preliminary Field Testing
Main Product Revision
Main Field Testing

Operational Product Revision

Activities
Preliminary Literature Review
Small-Scale Research
Develop Initial Description of the Product
Determine Target Audience
Continue Literature Review
Develop the Problem Scenario
Develop Prototype of the Product
“Dry-Run” with a Group that is Similar to Target Group
Product Revision is Based on Formative Feedback
Implement New Product
Collect Data on Implementation
Revision Based on Analysis of Data Collected
Formative Data Helps Determine How to Improve Product
Summative Data Helps Determine if the Product is Valuable

Operational Field Testing

Determine if the product is ready to use in schools
Begin to prepare others to use tool in school settings

Final Product Revision

Collect additional data from educators using the tool

Dissemination and Implementation

Making product available to other educators
Publication of product

Source: Bridges & Hallinger (1995)

Step 1: Research and information gathering.
 Define educational problem or need the product will address
 Conduct preliminary literature review
 Informally interview administrators, teachers, and/or others knowledgeable
about the problem
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Step 1, research and information gathering, was accomplished through my review
of the literature regarding the causes for the racial achievement gap as well as my review
of the literature regarding professional development models and their effects on changing
teacher practice. This process began in August 2011 and continued into May 2012. In
addition, I have had several conversations with teacher leaders and administrators over
the past 10 years regarding the difficulty encountered when trying to sustain equity work
in schools and classrooms when formal equity training has ended. For the purposes of
this study, I reconnected with Julien Phillips, the Vice Chair and Secretary of the
organization, Partners in School Innovation.
Informally, I have been involved in this step of the process throughout my entire
teaching career. I have worked in Title I schools for the past 11 years; most of which
have been spent diligently working to close the achievement gap in my own classroom. I
have participated in numerous professional development activities dealing with equity
and teaching to improve the educational outcomes for students of color. I have
experienced firsthand how frustrating it becomes when formal equity training ends, and
one is left to fend for oneself while trying to continue the work begun in a training
session or workshop. I have, all too often, seen the efforts of educators to continue equity,
work once training has ended, become too frustrating and, therefore, abandoned. In an
attempt to help educators, including myself, continue to teach with equity in mind, the
development of this handbook became the focus of my doctoral work.
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Step 2: Planning objectives, learning activities, and small-scale testing.
 Develop description of the product including an introduction, statement of the
problem, and learning objectives
 Determine the target audience and venue for testing the product
 Develop formal research proposal
In order to complete step 2 of the R&D model, in April 2012, I began to write an
initial draft of the handbook, Keeping Equity in Mind. I defined the problem, as discussed
in chapter 1 of this dissertation, and determined the best way to support educators in
continuing equity work in their classrooms is through the use of focal students and a
cycle of inquiry. At that time, I also identified the target audience as educators who are
dedicated to supporting their students through continued equity work as well as the
administrators who support them. Both administrators and teachers will have valuable
insight into how this product can be revised to better meet the needs of teachers in the
field. Additionally, I determined Johnson Elementary and Sunset High School would be
the venues for conducting the main field test of the handbook in order to gather data to
support operational revisions.
Step 3: Develop preliminary form of the product.
 Develop prototype of the product
In April 2012, I began drafting the first draft of Keeping Equity in Mind. I used
the information gathered in my literature review as well as the conversations I had with
educational administrators and teacher leaders regarding sustaining equity work to guide
my initial development of the handbook. I also submitted a draft the handbook to my
doctoral advisor for advice and feedback on possible additions to improve the initial
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product. While at the conclusion of step 3, a preliminary draft of Keeping Equity in Mind
was completed, it was not until after the preliminary and main field tests that the
handbook received more substantial revisions.
Steps 4 and 5: Preliminary field test and main product revision.
 Conduct a “dry run” to gather initial feedback from members of the target
audience
 Data obtained in the preliminary field test is used to make revisions to the
product
In September 2013, I conducted a preliminary field test which included 3
administrators, 2 TOSAs (teachers on special assignment) dedicated to equity work in
their district, and 5 teachers in Middleton School District (three of which participated in
the main field test). The participants previewed Keeping Equity in Mind and made
suggestions regarding its possible usefulness. I gathered preliminary data through
conversations with the participants as well as collecting anecdotal data written by the
participants regarding their opinions of the product. Once I gathered the initial data, I
used the findings to determine the main product revisions to the handbook before
beginning the main field test.
Three of the participants in the preliminary field test also took part in the main field
test in order to ensure they had the opportunity to help design the handbook to meet the
specific needs of their classrooms. It was my hope that by allowing the participants of the
main field test to participate in the initial preview of the product (as well as others not
participating in the main field test) they would feel as though they were part of the
creation of the handbook, which made their participation in this process more authentic.
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Step 6: Main field test.
 Implement the revised product and gather data regarding its implementation
The product was main field tested by three fifth grade teachers at Johnson
Elementary, a Title I elementary school, and three secondary teachers at Sunset High
School. Both schools are in the Middleton School District. White and Asian students at
Johnson Elementary have met standard on state assessments consistently; however Black
and Latino students have not. In addition, English Language Learners and students
identified with specific learning differences based on their Individualized Education
Plans (IEPs) have not met standard based on their performance on state assessments.
The principal of Johnson Elementary, Sharon, has been there for 7 years and was
placed at Johnson in order to “turn the school around” both academically and socially (at
the time of her placement, the staff of Johnson was merging with the staff of another
elementary school in the district due to school closures). It was her mission to help unify
the two staffs while simultaneously raising the achievement of all students, especially
those of color, in her building. I spoke to Sharon on several occasions regarding equity
work at Johnson. At the time of the preliminary field test, she was participating with a
group of principals in a book group reading and discussing Courageous Conversations
(Singleton & Linton, 2006). Some members of the staff at Johnson Elementary had
participated in equity workshops and trainings in previous years; however, future equity
training is uncertain due to financial restrictions recently placed on professional
development. For these reasons, Johnson Elementary was a suitable site for field testing
my handbook, because the teachers there had experienced professional development in
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the area of equity and were now expected to continue the work without any formal
support.
In addition to working with participants at Johnson Elementary, three secondary
teachers at Sunset High School agreed to participate in the study. Sunset High School, a
4-year high school/college transition program in Middleton School District, is dedicated
to preparing its students for college classes by transitioning them into college classes
through the Pathways to College Program. Many students at Sunset participate in
Sunset’s College Extended Options program by enrolling in classes at the local
community college as well as those at the high school concurrently. The principal of
Sunset High School, Dan, expressed interest in participating in the study. He and several
teachers from his site had just completed formal equity training, and he was wondering
how he could support his teachers in transitioning from theory to practice. He invited me
to meet with three of his teachers resulting in their participation in this study.
The participants of the study selected focal students, participated in one to two
cycles of inquiry, and evaluated the handbook in order determine its usefulness in
supporting teachers with equity work in their classrooms. Formative and summative data
were collected during the main field test through interviews, surveys, and observations.
The data collected was analyzed in order to inform ways in which the product could be
improved during the operational product revision stage of the R&D cycle (Bridges &
Hallinger, 1995).
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Step 7: Operational product revision.
 Revise handbook based on the analysis of the formative and summative data
gathered
Following the main field test, I conducted operational product revisions to
Keeping Equity in Mind in order to support the needs of educational leaders. I did an
operational product revision based on the data, both summative and formative, I collected
from the main field test.
Steps 8-10: Operational product testing, final product revision, and
dissemination and implementation. Steps 8-10 of the R&D methodology are beyond
the scope of this dissertation project. Bridges and Hallinger (1995) suggested students
working toward obtaining their Ed.D should participate in steps 1-7; leaving steps 8-10 to
the discretion of the student. Should I decide, following the completion of the dissertation
process, to pursue further testing, revision, and implementation (steps 8-10), it would
occur outside of the timeline for this project.
Data Collection
While the need for sustained professional development in the area of equity has
been deemed a priority in order to close the achievement gap (Darling-Hammond, 2007;
DeCuir & Dixson, 2004; Gay, 2000; Howard, 2006), it is clear among those participating
in equity training across districts that once the professional development has ended,
educational leaders are left with little or nothing with which to support continued equity
work with their staffs. In addition, while the literature agrees professional development
opportunities should be sustained over longer periods of time, collaborative in nature and
grounded in inquiry (Cochrane-Smith & Lytle, 2001; Little, 2001; McLaughlin &
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Zarrow, 2001), there is little research that illustrates how this might be done once formal
professional development opportunities have ended.
This section discusses the concept of a research paradigm and how it is important
for all researchers to determine from which paradigm they will be conducting their
research before they begin conducting their research. I then discuss the critical theory
paradigm of research, the constructivist theory in particular, and why I decided to design
my PBL project using a constructivist approach to the R&D development cycle in order
to determine the usefulness of the tool I developed. Finally, this section ends with a
detailed description of the data collection methods I used while gathering data in order to
revise and improve upon the original product in order to meet the need of educational
leaders and teacher leaders committed to continuing the work of equity as they set out to
meet the academic needs of all of their students.
Research Paradigm
A paradigm is a set of beliefs held by individuals or groups that guide action. It is
important to clarify that a research paradigm is a set of beliefs that guide inquiry into an
area of interest for the researcher (Johnson & Christensen, 2008). “Paradigm issues are
crucial: no inquirer . . . ought to go about the business of inquiry without being clear
about just what paradigm informs and guides his or her approach” (Guba & Lincoln,
1994, p. 116). According to Guba (1990), paradigms can be characterized by the manner
in which their supporters answer the following ontological, epistemological, and
methodological questions: “
(1) Ontological: what is the nature of the “knowable”? Or what is the nature of
“reality”? (2) Epistemological: what is the nature of the relationship between the
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knower (the inquirer) and the known (or knowable)? and (3) Methodological:
How should the inquirer go about finding out knowledge? (p. 18)?
Examining these questions allows researchers to determine from which paradigm
they will develop research questions, engage in gathering participants and data, and
analyze data in their studies. A researcher operating from a positivist or post-positivist
approach is more interested in finding the truth through primarily quantitative measures
while researchers working from within the constructivist or critical theory paradigms
recognize there is not a “truth” to be found and are more interested in human interactions
and how the truth in constructed through experience (Guba, 1990). When considering the
examination of a handbook designed to support teacher leaders in their continued
commitment to equity through the use of inquiry, it is appropriate that research be
designed using either a critical theory or constructivist paradigm.
The critical theory paradigm recognizes that values enter into every inquiry, and
therefore, it is necessary to determine whose values (those of the researcher or those of
the participants) will govern. Because values enter into every inquiry, it can be concluded
that all inquiries, in essence, become political acts (Guba, 1990). The aspect of the critical
theory paradigm that sets it apart from the others is its commitment to agency and
transformation of participants so that they can act upon the world in a different, more
empowered manner. While the aim of those conducting research from within the critical
theory paradigm is the “critique and transformation of the social, political, cultural,
economic, ethnic, and gender structures that constrain and exploit humankind” (Guba &
Lincoln, 1994, p. 113). I would argue that before one can challenge systems of inequity,
one must become privy to their role in perpetuating such inequities.
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My hope is, through the implementation of Keeping Equity in Mind, participants
will act upon the world in a more critically informed manner; that is, they will become
empowered to teach in a manner that will begin to close the achievement gap, thus
transforming the educational system (their classrooms) from an institution that
traditionally treats its students of color inequitably to one that consistently analyzes its
role in perpetuating the achievement gap, and in doing so, is able to think critically about
how to transform practices of inequity.
Constructivists agree with critical theorists that all inquiry is seen through a
“value window” (Guba, 1990, p. 25). If research is to be done assessing the effectiveness
of a handbook designed to support educators in continued equity work and inquiry once
formal professional development has ended, it is essential that researchers embarking on
this work do so through a paradigm that recognizes the influence of bias and values on
the development and results of research studies. In addition, constructivists believe
ontologically that research is the means by which human constructions become better
informed, and therefore, more sophisticated (Guba & Lincoln, 1994). Furthermore, the
constructivist inquirer is not seen as the informed intellectual as in the critical theory
paradigm. Rather, the constructivist inquirer is seen as “orchestrator and facilitator of the
inquiry process” (Guba & Lincoln, 1994, p. 114). Because my research focuses on the
effectiveness of my handbook to support educators, I believe a constructivist approach is
appropriate.
As a facilitator in the R&D process, I was able to support educators in the process
of designing a cycle of inquiry in order to meet the needs of their students of color, thus
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supporting them through a transformation of practice. I believe that together, the
participants in this study and I set the foundation for continued equity work in their
classrooms.
In addition, in an attempt to develop a more productive connection between
research, theory, and practice, I decided to conduct my research using Bridge and
Hallinger’s (1995) PBL model as the framework for the design of my research. The PBL
model is appropriate for the research I conducted as it does not view the dissertation
process as one that is merely an academic requirement to fulfilling an EdD program, but,
rather, it considers the research conducted in an EdD dissertation as having “instrumental
value in [the researcher’s] future work” (p. 116).
Because teaching for equity is something that extends well beyond the completion
of this dissertation, it is important that I develop a handbook that can be used to support
educational leaders in the continuation of equity work in their classrooms. For this
reason, I agree with Bridges and Hallinger (1995) that a PBL approach is most
appropriate for my research goals. While designing research using a PBL model, I
developed a product for educational leaders to use in order to ensure they are continuing
equity work in their classrooms. I did this by using the R&D model described by Borg
and Gall (2003).
Data Collection Strategies
Preliminary field test data collection for this study began in September 2013. It
included 10 participants representing teachers, administrators, TOSAs, and an
instructional coach. The preliminary field test participants read the handbook and
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provided preliminary data regarding their perceived usefulness of the handbook through
making marginal notes in the handbook as they read it. In addition, I during the
preliminary field test, I engaged in informal conversations with the participants regarding
their thoughts of the preliminary form of the product.
Main field test data collection for this study began in January 2014 which
included a pre-interview of each participant and a pre-observation of lesson planning at
Johnson Elementary. In February 2014, an observation of the actual planning of two
cycles of inquiry took place at Johnson Elementary, and an observation of one planning
meeting took place at Sunset High School. In March 2014, at the conclusion of the study,
all participants participated in a final interview and completed a survey regarding their
perceived usefulness of Keeping Equity in Mind.
Anonymity and Confidentiality
While this study is not about human subjects, rather it is measuring the usefulness
of the handbook, Keeping Equity in Mind, ensuring anonymity and confidentiality of
participants is still a central component to ethical research methods (Creswell, 2007;
Johnson & Christensen, 2008). All participants signed a consent form agreeing to
participate in the interviews and surveys and acknowledged they understood they were
allowed to leave the study at any time (Appendix A). I assured the participants I would
safeguard the data collected through the use of pseudonyms for each of the participants as
well as for the district in which they work. This study is focused on determining the
usefulness of Keeping Equity in Mind and not on the participants themselves.
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Interview Protocol
Interviews were chosen as a data collection technique to obtain in-depth
information about the participants’ thoughts regarding the usefulness of Keeping Equity
in Mind. An interview is a useful data collection tool because it “permits open-ended
exploration of topics and elicits responses that are couched in the unique words of the
respondents” (Borg & Gall, 2003, p. 223). One of the benefits to qualitative interviews,
with an open-ended interview approach, is the researcher is open to all possible answers;
there are not any right or wrong answers, and all responses are relevant (Schensul,
Schensul, & LeCompte, 1999). In addition, qualitative interviews allow researchers to
clarify responses and provide opportunities for the researcher to ask follow-up questions
when responses are vague.
Limitations to the qualitative interview include difficulty in standardizing the
interview process and the fact that anonymity cannot be achieved for participants being
interviewed (Borg & Gall, 2003). In order to account for these limitations, I designed an
interview protocols (Appendices A and B) using the interview guide approach (Johnson
& Christensen, 2008), which ensures all participants are asked the same open-ended
questions. In order to address the issue of anonymity, I guaranteed the participants’
identities would not be revealed in my report of the data through the use of pseudonyms
for each of the participants and the school districts in which they work.
For the purposes of this study, each participant was interviewed before and
following the main field test. The equity interview (Appendix B) data served as baseline
data to determine how efficacious the participants felt regarding teaching students of
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color in their classroom after participating in equity training, and prior to implementing
Keeping Equity in Mind. The final interview protocol (Appendix C) served to
demonstrate if there was a change in how the participants felt regarding their ability to
teach their students of color equitably following the implementation of Keeping Equity in
Mind.
I used a combination of informal conversational interviews and interviews
designed using the interview guide approach. Using a combination of the two, I was able
to explore all leads that emerged in the conversational interviews as well as ensure I
asked all participants a similar set of questions. In doing both, participants were able to
guide the discussion on one hand while ensuring certain topics got discussed on the other
(Johnson & Christensen, 2008).
All of the initial equity interviews and the final interviews were done in person.
Each participant determined the location of the interviews. The purpose of the initial
equity and final interviews was to determine if teachers felt more efficacious teaching
their students of color following the implementation of Keeping Equity in Mind. In
addition, the final interview served to allow participants the opportunity to voice their
opinions regarding the usefulness of the handbook.
The data gathered through the interviews helped to determine what aspects of the
handbook needed revision and which areas were most useful. All interviews were audiotaped and transcribed to ensure I captured exactly what each participant was conveying
and to diminish bias on the part of the researcher. Once the interviews were transcribed, I
read the transcripts multiple times in their entirety in order to “immerse [myself] in the
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details, trying to get a sense of the interview as a whole before breaking it into parts”
(Agar, 1980, p. 103). I wrote marginal memos (e.g., phrases, recurring ideas) in order to
facilitate the emergence of themes or categories that were presented in the data (Creswell,
2007). The emergent categories became codes for organizing and analyzing the data. I
open coded the data in order to ensure it was “reflect[ing] the view of the participants”
(Creswell, 2007, p. 152) rather than using prefigured codes. Finally, in order to ensure I
captured the participants’ authentic voice, I used the technique of member check
(Creswell, 2007). I sent a copy of the transcripts to each of the participants, so they could
read the interview and add, detract, or clarify anything they felt did not come across as
they meant.
Observation Protocol
Observations are used in qualitative research to allow researchers the opportunity
to formulate their own interpretation of what is occurring (Borg & Gall, 2003). The
observations in this study were naturalistic observations, or observations done in the “real
world” (p. 211). Prior to introducing Keeping Equity in Mind, I observed (see Appendix
D for observation protocol) a planning meeting at Johnson Elementary in order to see the
frequency with which particular students of color were discussed by the three teachers. I
also observed planning meetings during the implementation of the handbook in order to
see if, in fact, the handbook affected the way in which the participants planned their
lessons. In addition, I observed one planning meeting at Sunset High School. I took
extensive field notes during and immediately following each observation to ensure I
captured accurate accounts of what I witnessed. The observations were also audio-taped

67
and transcribed in order to ensure authenticity. I gathered this data in a pre- and postobservational setting, at Johnson Elementary, in order to analyze if there was any change
in the types of discussions teachers were having following the implementation of the tool.
All observational data were logged in a field journal, audio-taped, transcribed and
analyzed in an attempt to identify themes and patterns that arose during the planning
meetings. In addition, the observation data collected at Johnson was used to determine if
there was a change in teachers’ practices before and during the implementation of
Keeping Equity in Mind.
Survey Protocol
Each participant completed a survey (Appendix E) following the completion of
the study. The purpose of the survey was to allow the participants an opportunity to give
their thoughts regarding the usefulness of Keeping Equity in Mind. It allowed the
participants to answer a variety of standardized questions regarding the handbook’s
design, usability, and overall importance to the field of education. The survey was sent
out to each participant electronically via SurveyMonkey.com.
Data Analysis
It is common for qualitative researchers to alternate between data collection and
data analysis early on in a given research study (Johnson & Christensen, 2008). Miles and
Huberman (1994) described this process as interim analysis: the cyclical process of
collecting and analyzing data. I believe interim data analysis lends itself well to the R&D
design process, because it allows researchers to “develop a successively deeper
understanding of their research topic and to guide each round of data collection”
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(Johnson & Christensen, 2008, p. 531). In this section, I discuss how I used interim data
analysis to guide my research. In addition, I discuss how I analyzed my final findings in
order to determine the next steps for the revision of the handbook.
In qualitative research, data analysis consists of preparing and organizing data for
analysis in order to identify themes in the data collected in a given research study
(Creswell, 2007). In order to properly analyze the data collected in this study, I began to
interpret the data I collected as I collected it; that is, I used the data I collected in the
preliminary stages of my study to guide future steps. I began coding, categorizing the
data, and identifying relationships, or themes in the data, in order to begin to organize the
data. All the while, I was interpreting the data I had collected in order to determine how
data collection in the next steps of the study should proceed (Johnson & Christensen,
2008).
I agree with Creswell’s (2007) notion of “lean coding” (p. 152)—beginning with
a short list of themes from the data and then expanding that list as the researcher
continually reviews their collection of data. From my observations, interviews, and
surveys, I compiled an initial list of themes, and from there, I coded the data according to
category. As I continued to review the data, I revised the codes and added additional
categories as needed. I believe beginning with a smaller list of codes allowed me to focus
more clearly on the larger themes evolving from the research in order to see the big
picture more clearly.
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In addition to lean coding, I used memoing (Creswell, 2007) as I initially
analyzed the data I gathered. Memoing, the practice of taking reflective notes on what
one is learning from the data as one analyzes it, allows researchers to recognize emerging
themes and patterns as well as postulate possible next steps. In addition, through
memoing early on in the process of data collection, I was able to recognize gaps in my
data collection, which allowed me to analyze the need for further data collection in a
certain area before the research was concluded.
All interviews and observations were recorded and transcribed in order to ensure I
captured exactly what all participants said. Audiotaping interviews and observations is an
effective practice in collecting data, because it allows researchers to replay events as
many times as necessary to appropriately code and quantify the number of times certain
themes emerge (Borg & Gall, 2003).
Validation
Qualitative researchers strive for “understanding,” that deep structure of
knowledge that comes from visiting personally with participants, spending extensive time
in the field, and probing to obtain detailed meanings. During or after a study, qualitative
researchers ask, “Did we get it right?” (Creswell, 2007, p. 201).
In order to check the accuracy of my study, I used the following validation
strategies:
1. Triangulation: This study included multiple methods of data collection (i.e.,
interview, observation, and survey) in order to corroborate its findings (Borg
& Gall, 2003; Creswell, 2007; Guba & Lincoln, 1994; Johnson & Christensen,
2008). Triangulation “often can unearth patterns as responses, items, events,
or themes from various sources of data [which] begin to corroborate one
another” (LeCompte & Schensul, 1999, p. 102). When emerging themes in the
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data were complementarity, I was able to elaborate or enhance the information
I gathered using one data collection method with data I collected using
another. For instance, when participants reported leaving equity training with
little to no practical applications for their classrooms in the initial interview, I
was able to elaborate and corroborate this phenomenon while observing and
participating in the development of their cycles of inquiry.
2. Clarifying Researcher Bias: It is important researchers are transparent
regarding their bias in research studies (Creswell, 2007). For this reason, prior
to the beginning of the study, I met with the participants in order to be upfront
about my assumptions regarding equity training and its limitations in regard to
practical teaching applications. I explained to the participants that I had, in my
first years of teaching, gone through the process of selecting focal students
and designing targeted lessons through the use of a cycle of inquiry. I clearly
stated that my assumption was the process worked, which is why I designed
the handbook. I explained what I anticipated my role in the study would be
that of participant-as-observer—I would be engaged in the planning and
designing of each cycle of inquiry, and I planned to be a resource to the
teachers as they planned lessons.
3. Member Checking: Lincoln and Guba, (1985) described member checking as
“the most critical technique for establishing credibility” (p. 314) in qualitative
research. Member checking involves allowing the participants in a study to
review data, analyses, interpretations and conclusions in order to give them
the opportunity to examine the researcher’s findings, which gives them the
opportunity to provide “alternative language, critical observations or
[different] interpretations” (Creswell, 2007, p. 209). Following each
interview, I sent the participants the transcripts to their interviews
electronically, so they could have the opportunity to clarify their thinking.
Work Plan
Table 7 highlights the work plan that drove this research.
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Table 7
Work Plan
Month

Activity

Stage of Product
Development

August 2011May 2012

 Determined product would be a handbook for teacher
leaders and their administrators to support continued
equity work in the classroom once formal equity
training had ended
 Conducted review of the literature

Step 1: Research and
Information Gathering

April 2012

 Defined the problem to be addressed by the handbook:
continued equity support for educational leaders
 Determine the target audience: teacher leaders and the
administrators who support them

Step 2: Planning
Objectives, Learning
Activities, and SmallScale Testing

 Began the first draft of Keeping Equity in Mind based
on the information gathered in steps 1 & 2

Step 3: Develop
Preliminary Form of the
Product

 Participants from Johnson Elementary as well as
several other administrators, counselors, and teachers
participated in a preliminary “dry-run” field test of the
product. They reviewed the handbook and offered
insight to possible revisions prior to the main field test
 Collected data to facilitate revision of product prior to
conducting the main field test

Step 4: Preliminary
Field Testing

 Revised handbook based on preliminary feedback

Step 5: Main Product
Revision

 Met with participants participating in the main field test
 Conducted initial interviews with participants
 Conducted observations of planning meetings prior to
and during implementation of the tool
 Conducted final interviews and survey regarding the
effectiveness of the tool

Step 6:
Main Field Test

 Analyzed data

Step 6: Main Field Test

March 2014

 Determined revisions to be made based on the data
collected in during the main field test

Step 7: Operational
Product Revisions

April 2014

 Finished writing of dissertation

April 2012

September 2013

OctoberDecember 2013

January 2013

February-March
2014

May 2, 2014

 Defended Dissertation
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Chapter Summary
This chapter explained the reasons why I chose to design this study using PBL
employing the R&D cycle, and how this process lends itself well to educational research.
It highlighted the PBL process and briefly described what I did at each stage of the
development process. In addition, it discussed the data collection strategies employed in
this research study as well as how the data were analyzed. Finally, it concluded with a
timeline of the data collection process. Chapter 4 discusses the data collected and its
analysis in relation to the research questions guiding this study in further detail. In
addition, Chapter 4 discusses the preliminary and main field testing and the main and
operational product revisions made to the handbook as a result of the data collected.

73

CHAPTER IV
DATA ANALYSIS
Chapter Overview
This research study is based on determining the usefulness of the handbook,
Keeping Equity in Mind: A Tool for Teachers to Use While Planning Their Lessons in
Order to Sustain Equity Work. The purpose for the handbook is to guide teacher leaders
in the pursuit of implementing equitable teaching practices in their classrooms once
formal equity training has ended in their school districts. In my experience, and the
experience of those participating in this study, equity training is transformative—it leaves
those who participate changed and inspired to take on the challenge of closing the
achievement gap for students of color in their classrooms. However, those participating in
equity training often find themselves at a loss once training has ended in identifying
equitable teaching practices they can implement in their classrooms. For this reason,
teacher leaders and administrators would benefit from a handbook designed to help them
identify focal students, plan engaging lessons, gather pre-, post- and formative data to
drive instruction, and build strong relationships with their students of color in order to
increase their engagement.
This study was driven by my experience teaching in California, where I saw
teachers, myself included, engage in inquiry and begin to close the achievement gap one
student at a time. Because we focused on particular students of color, intentionally built
stronger relationships with them, and planned lessons that were engaging and motivating,
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we saw steady gains in the academic performance of those students. While we were
focusing our instruction on our focal students specifically, we saw academic growth with
all our students. The targeted, engaging instruction we were designing for our focal
students was increasing engagement for all the students in our classes. We attributed this
to the ripple effect (Kidd & Congdon, 2007)—as a result of a single action (planning
lessons specifically for focal students), we saw incremental academic growth for the
majority of our students.
This chapter begins with a review of the research questions that guided this study.
In addition, it discusses the goals of the study as well as the development and
implementation of the PBL Project. I highlight the actions I took at each of the seven
steps of the R&D cycle (Borg & Gall, 2003), and finally, this chapter ends with an
analysis of the usefulness of Keeping Equity in Mind in supporting teachers while they
continue equity work in their classrooms.
Review of the Research Questions and Goals
This study is theoretically grounded in Bridges’ and Hallinger’s (1995) PBL and
Borg and Gall’s (2003) R&D process. The purpose of this study is to determine the
usefulness of Keeping Equity in Mind to teacher leaders as they attempt to continue
equity work in their classrooms once formal equity training has ended. This study was
designed using the first seven steps of the R&D process, which includes a number of data
collection procedures utilized in order to determine areas of strength and weakness in
regard to the usability of the handbook.
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Through implementing steps 1-7 of the R&D process, I was able to develop, field
test, and refine Keeping Equity in Mind, so it can be most useful in supporting teacher
leaders who are continuing equity work in their classrooms as well as administrators who
are attempting to support them. By gathering data regarding the usefulness of this
handbook, I was able to revise Keeping Equity in Mind to meet the specific needs of
teacher leaders in the field—this study provides the field of education with a tested
product that is ready for operational use in schools.
Review of the Research Questions
The following primary and secondary research questions guided the development
of this study.

Table 8
Primary and Secondary Research Questions
Primary Research Question
How useful is the handbook, Keeping Equity in Mind: A Tool for Teacher Leaders to Use While
Planning Their Lessons in Order to Sustain Equity Work, in building teacher efficacy in regard to
teaching their students of color?
Secondary Research Questions
1. How useful is Keeping Equity in Mind in supporting educators in explicitly thinking of their
students of color as they plan their weekly lessons?
2. How useful is Keeping Equity in Mind in helping educators build stronger relationships with their
students of color?
3. How useful is Keeping Equity in Mind in helping teacher leaders engage students of color?
4. What are the participants’ perceptions of the handbook’s content and usability?
5. What suggestions do the educational leaders have for the improvement of this handbook?
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Useful is defined as practical information that is easily applied in the everyday
practices of teacher leaders. In addition, useful is defined as whether or not the handbook
meets the teacher leaders’ current needs in continuing equity work in their classrooms.
Review of Research Goals
The goals of this study were twofold: (a) to determine the usefulness of the
handbook, Keeping Equity in Mind, in supporting teacher leaders as they continue equity
work in their classrooms once formal equity training has ended; and (b) to provide
teacher leaders and administrators with a product that has been field tested and is ready
for operational use in their school sites and/or classrooms. The goals of this study were
achieved by designing and conducting a preliminary field test of the handbook in order to
gather information to guide the main product revision of the product to meet the specific
needs of teacher leaders attempting to close the achievement gap in their classrooms.
Following the preliminary field test and main product revisions, the handbook was field
tested again (main field test) in order to get further data on the usefulness of the tool in
order to make operational revisions to the product to better meet the needs of those
participating, and, ultimately, those who might use it in the future. In the next section, I
discuss the specific activities I implemented in completing the first seven steps of the
R&D process.
Development and Implementation of the PBL Project
Step 1: Research and Information Collecting
The initial step in the R&D process is identifying a problem or set of issues which
will be addressed by the product developed by the researcher (Bridges & Hallinger,
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1995). After spending the first years of my teaching career at Cole Elementary, racial
equity in the classroom was at the forefront of my mind. As I began applying for teaching
jobs in Oregon, I was surprised how little I was asked regarding the academic
achievement gap for students of color. I planned to share the success we had had in CA
during my interviews, but much to my dismay, no one asked. I realized the districts I was
applying to did not have an equity mindset, nor did they plan to hire teachers who taught
through an equity lens. I hoped once I got to the school site where I was hired, it would
be different; I hoped to hear the buzz of teachers discussing the racial equity gap and
what they were doing to specifically support the academic growth of their students of
color. I hoped to see teachers analyzing the data of the academic performance of their
students of color, and I hoped to jump in right where I left off at Cole. It became clear
right away that I was a fish out of water.
I spent the next several years talking informally with teachers about race and how
it affects the way we teach our students of color. I would discuss privilege and how it
affects our lives as White individuals and how it affects the lives of those of color. I
spoke of my experience at Cole Elementary and shared my trials and successes in the
work we did to begin to close the academic achievement gap for students of color. These
lunchtime conversations began to become more frequent with certain teachers; especially
when Johnson Elementary’s students of color were not meeting standard at the same rate
as their White and Asian peers several years in a row. I could see some teachers at
Johnson wanted to talk about race; clearly, others did not.
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In the 6 years I have taught at Johnson, the achievement gap has become a more
common discussion. Teachers in the district are now participating in equity training
through participation in Taking it Up, a 2-day seminar focused on
helping educators, school board leaders, and community members deepen their
understanding of the institutionalized racist barriers that hinder elimination of
Oregon’s racial achievement disparities. This focus working on the inside out will
challenge participants to step out of their comfort zone and create new entry
points for becoming aware of, understanding, and interrupting inequitable policies
and practices in our schools. Oregon Center for Educational Equity, n.d., para.1)
As a result of participating in Taking it Up, participants can expect to
 Better understand how one’s identity affects how they teach and lead
 Understand Oregon’s racial history and how it affects racial achievement
disparities
 Define race, racism, oppression, and white privilege and how it is
institutionalized in Oregon’s schools
 Discuss how racism has affected the learning outcomes of students of color
 Develop an action plan for discussing the effects of racism on student
achievement on a school-wide level.
At this point, participation in Taking it Up is voluntary, though the district hopes to train
all of its teachers in the next several years. The problem, however, is once the training
has ended, the participants do not have an action plan for how to begin to address these
inequities in their classrooms.
Therefore, when asked by my doctoral advisor to identify a problem in the field of
education, I immediately thought of the need of a product teachers could use to address
the inequities they discuss in equity training through equitable teaching. I decided to
design a handbook that would give educators step-by-step instructions on how to focus
on their students of color as they planned their lessons. My next action was to ask the

79
question: does this product answer the salient questions set forth by Borg and Gall
(2003), and therefore, meet the requirements for a R&D project based in PBL? Table 9
outlines the four salient questions and how they helped determine the appropriateness of
designing a handbook to support teacher leaders in continued equity work.
Once the four salient questions set forth by Borg and Gall (2003) had been
appropriately addressed, I knew the product I planned to design would, indeed, meet a
need in the field of education to support teacher leaders as they set out to continue equity
work in their classrooms once formal equity training in their districts had ended. This
product answers the question I have heard many teachers ask once formal equity training
has ended, “What now?”
Small-scale research. Once the topic of the handbook had been determined, I
began to conduct small-scale research, which includes, “observations in schools and
interviews with practitioners and researchers who are knowledgeable about the problem”
(Bridges & Hallinger, 1995, p. 120). I began to have informal discussions with teachers I
worked with as well as with administrators and literacy coaches. In addition, I called
upon Julien Phillips, the Vice Chair and Secretary of the organization, Partners in School
Innovation (n.d.).
Partners in School Innovation is a nonprofit organization that accelerates,
strengthens and sustains improved teaching, learning and achievement in underperforming schools and districts . . . [They] currently serve over 850 teachers and
15,000 students in more than 21 schools across 5 districts and 2 states. [Their]
focus is on serving African American, Latino and English-language learners in
low-income communities by working shoulder-to-shoulder with teachers and
leaders on instruction, leadership and teacher professional development in order
to advance educational equity through school-based reform. (para. 1)
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Table 9
Salient Questions for R&D Product Determination
Salient Question

Answer in Regard to Need for Product Designed to Support
Teacher Leaders in Continued Equity Work

1. Does the proposed product meet an
important educational need?

A handbook designed to meet the needs of educational leaders
attempting to continue equity work in their classrooms once
formal equity training has ended does meet an important
educational need. Districts across the country are asking their
teachers to transform their beliefs about race and how it
affects learning. It is not uncommon for teachers in today’s
classrooms to still teach from a colorblind lens. That is, they
treat all children equally, or the same. It is teaching through
this type of lens that contributes to the broadening of the
achievement gap for students of color in our classrooms (Gay,
2000). For this reason, teachers need a product that will help
them look at their students of color specifically in order to
intentionally design lessons that will engage, motivate, and
inspire so educators can begin to see the academic disparities
between their students of color and their White and Asian
counterparts diminish.

2. Is the state of the art [in relation to
the need or problem] sufficiently
advanced that there is a reasonable
probability that a successful
product can be developed?

Yes. It is clear from the review of the literature that the state
of the art is sufficiently advanced, and, therefore, it is
reasonable to assume a successful product can be developed.

3. Are personnel available who have
the skills, knowledge, and
experience necessary to build this
product

Yes. I believe I have the skills, knowledge, and experience
necessary to build this product. Because of my work at Cole
Elementary, I have insider knowledge of how a cycle of
inquiry can allow educational leaders to intentionally plan
their lessons with their students of color in mind. As a result
of focusing specifically on their students of color, I have seen
teachers begin to think differently about the academic
capabilities of their Black and Latino students. I have used
strategies that have engaged students who have been
traditionally disengaged in school, and I have built
relationships with students in order to bridge the gap between
disengagement and motivation. I have seen the academic
achievement gap for students diminish as a result of the
intentional decisions made by teacher leaders through the
process of selecting focal students and using a cycle of
inquiry.

4. Can the product be developed
within a reasonable period of time?

Yes, this product can be developed within a reasonable period
of time.

Source Borg & Gall (2003)
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I had the opportunity to work “shoulder-to-shoulder” with Phillips while I
engaged in equity work at Cole Elementary. He and his team helped support our district’s
efforts in closing the academic achievement gap through equity training, continued
professional development, sustained coaching, and a focused approach to intentionally
designing learning opportunities for our students of color. I knew the three to five year
commitment necessary to work with Partners in School Innovation is not realistic for all
districts. My hope was to gain insight into Partners’ use of a cycle of inquiry and focal
students, so I could author a handbook that teachers could use in their classrooms that
would walk them through the process through which Phillips and his team led the
teachers at Cole. I asked Phillips how his organization came to focus on three to five
focal students.
I believe that we at PartnersSI came up with the practice of selecting 3-5 focal
students. I think others may have been talking target students earlier, but with a
somewhat different purpose in mind–more like ‘bubble students,’ whereas our
focal-student practice aimed at leading teachers to develop real understanding of a
few (initially) students of color for whom their teaching was not working well
enough. (J. Phillips, personal communication, January 30, 2012)
Phillips also stated why he felt concentrating “inquiry on what instructional practices are
enabling students (first of all, focal students) to achieve the targets and objectives–and
where students fall short, what changes, re-teaching in a new way, or other intervention is
needed” (personal communication, January 30, 2012) allowed teachers to make the most
meaningful gains in their instruction.
Phillips put me in touch (through electronic mail) with Jaime Kidd, Managing
Director of Program Development & Support at Partners in School Innovation in hope

82
that she could share some of the resources they used in designing the Results-Oriented
Cycle of Inquiry process used at Partners. Kidd sent the following information:
I don’t believe I ever knew Teri personally, but her name is certainly familiar to
me. Here are a couple of resources:
 About Focal Students–the paper Lisa Congdon and I put together a few years
back that describes our thinking and the research base behind the focal student
strategy
 Chapter 2 from our Field Guide–this chapter has a description of ROCI [Results
Oriented Cycle of Inquiry] contained within
 Research Behind Our Approach–this annotated bibliography cites several
resources that we frequently draw on in our work–this may be generally helpful
as she’s trying to connect to research that we draw upon. (personal
communication, January 31, 2012)
The correspondences with Kidd and Phillips began the initial searches I
conducted while writing the review of literature regarding the use of cycles of inquiry for
sustained equity work. In addition, in their paper, About Focal Students, Kidd and
Congdon (2007) discussed the importance of choosing specific focal students and
specifically targeting instruction to meet the needs of students of color in classrooms.
In addition to conducting small-scale research, I began to write the literature
review which would guide this study. The review of literature focused on the following
topics:
 What Teachers Believe is Causing the Achievement Gap
 Professional Development Approaches
 Teacher Learning
 Why Professional Development Does Not Work
 Inquiry-Based Professional Development
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Step one of the R&D process, research and information gathering, allowed me to
better understand the problems leading to the racial achievement gap in our country as
well as how we might begin to close it. After conducting a review of the literature and
small-scale research, I was ready for step two of the R&D cycle: Planning Objectives,
Learning Activities, and Small-Scale Testing.
Step 2: Planning Objectives, Learning Activities, and Small-Scale Testing
Step 2 of the R&D cycle allows the researcher to identify and develop an initial
description of the product (i.e., develop an introduction, problem, and possible learning
objectives) as well as make considerations for the target audience (Bridges & Hallinger,
1995). It was at this point in the study that I determined my target audience—teacher
leaders attempting to continue equity work in their classrooms as well as the
administrators who support them. I anticipated this product being used in one of two
ways: (a) by teachers who had completed formal equity training and wanted a resource
that would support them in implementing teaching strategies that would help them teach
in a more equitable manner, and (b) by administrators committed to supporting their
teachers in continued equity work at their school sites.
While this handbook is written for teachers, it supports educational leaders (i.e.,
administrators, instructional coaches, super intendants, etc.) in continuing the support of
their teaching staffs. Often, following professional development, teachers ask the obvious
question, The professional development was great, but what can I do in my classroom
tomorrow (McElhone & Tilley, 2013). It is my hope the handbook, Keeping Equity in
Mind, will be a resource administrators can give individual teachers or use as an entire
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staff to ensure equity work starts in the classrooms of their teachers immediately
following equity training.
Once I identified the target audience, the following questions guided the
development of an outline for the handbook:
1. What will teachers need to know regarding my experience in order to feel
confident in implementing a cycle of inquiry in their classrooms focused on
specific focal students?
2. How much theory regarding race and privilege should I include in the
handbook? Will too much theory and jargon turn educational leaders off to the
idea of implementing the handbook? Is it fair to assume they have enough
theory considering they have recently participated in equity training?
3. How much will teachers want to read? Is length something that might turn
teachers off to the handbook? What is an appropriate length of a tool for
teachers attempting to continue equity work in their classrooms?
4. What types of strategies should I include to make the process clear and
accessible?
Based on the above questions, I developed an outline for the preliminary form of the
handbook (see Table 10).
Before developing a preliminary form of the product, which would be completed
in step three of the R&D cycle, I informally shared the outline of the preliminary form of
the product with colleagues at Johnson Elementary as well as my doctoral advisor. The
majority of the teachers I talked with mentioned they would not want to be bombarded
with jargon and theory; rather, they wanted a “down and dirty” tool they could use as a
“reference guide” and a “jumping off point” for beginning equity work in their
classrooms. For that reason, I chose to include a short theoretical discussion in the Why
Equity Work Matters section and focus the majority of the handbook on walking teacher
leaders through the process of designing and implementing a cycle of inquiry on a
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Table 10
Outline for Preliminary Form of the Product
I.

II.

III.
IV.

About the Author
a. Cole Elementary
i. In 2nd year of Program Improvement
ii. Teachers blamed students for underachievement
iii. Began to do equity training
1. Began to see that we could not blame the students; we had to look
at what we could do differently
2. Partners
3. EdEquity
4. Focal Students
iv. Went from 2nd year of Program Improvement to California Distinguished
School
Why Does Equity Work Matter?
a. Gaps in educational outcomes for students of color
b. By 2050, estimated population will increase by 50%
i. 90% of increase will be Black and Latino
c. Statistics show that young Black students are only half as likely and Latino students
only one-third as likely to earn a bachelor’s degree as White students
Introduction
Getting Started
a. How do we determine focal students
i. Deciding as a school
ii. Deciding as a team
iii. Deciding as an individual
b. Focal students
i. Definition
ii. Achievement Zones
1. Red
2. Yellow
3. Green
iii. Tool for Identifying Focal Students
c. Cycle of Inquiry
i. Definition
ii. Why Should We Use a Cycle of Inquiry
iii. Cycle of Inquiry Process
d. Continuing the Process

e. Resources
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specific standard in their classrooms. The cycle would focus on lesson design, data
collection and analysis, and have an emphasis on engaging and motivating focal
students—specific students of color. Once I had outlined the objectives and activities to
be included in the handbook, I was ready to develop the preliminary form of the product.
Step 3: Develop Preliminary Form of the Product
This step of the R&D cycle “involves the development of the problem scenario
and the other facets that compose a PBL project. The outline or prospectus proposed in
the previous stage is fleshed out into a fully developed prototype of the product” (Bridges
& Hallinger, 1995, p. 121). Based on the information I gathered in both the first and
second steps of the R&D cycle, I developed a preliminary form of the product, Keeping
Equity in Mind: A Tool for Teacher Leaders to Use While Planning Their Lessons in
Order to Sustain Equity Work. The preliminary form of the handbook included the
following sections:
 About the Author: This section describes the work I did at Cole Elementary in
CA and served to add credibility to the handbook. I wanted readers to know I
had participated in a similar process while teaching in CA, so they would not
think I was just another person telling them what to do to solve their problems.
Instead, I wanted them to see me as a colleague—someone who had once been
in their shoes. I wanted readers to understand how, through a similar process as
those presented in Keeping Equity in Mind, I was able to see academic growth
with my students, especially my students of color.
 Why Does Equity Work Matter: This section introduces some of the literature
regarding why the academic gap exists for students of color. While I did not
want the handbook to be overly theoretical, I felt it was important to include a
brief discussion of the literature regarding the achievement gap and its potential
effects on society if allowed to persist.
 Equity versus Equality: I felt it was necessary to include a brief discussion
regarding the difference between teaching equally and equitably. If teachers are
unclear about the differences between the two, they may continue to teach all
students equally—that is, they may continue to teach through a colorblind lens.
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The purpose of this section is to discuss how, in order to teach equitably and
begin to close the achievement gap, teacher leaders need to abandon the idea of
teaching all kids exactly the same and embrace the idea of equity—meeting
every child where they are academically in order to support them in continued
academic growth.
 How Does a Cycle of Inquiry Support My Work with Common Core Student
Learning and Growth Goals: This section discusses how, as a result of using the
strategies presented in Keeping Equity in Mind, readers will be able to closely
monitor their students’ learning and growth for particular standards. Through
implementing the handbook’s processes, readers will be able to directly connect
the learning and growth goals they set with their administrators to the work they
are doing in their classrooms.
 Getting Started: The purpose of the Getting Started section is to walk readers
through the process for determining focal students. It explains how readers
might do so as an entire school, a grade level team, or as an individual. I wanted
to ensure all teachers could access this handbook regardless if they were
working alone or with a team.
 Focal Students: The section dedicated to focal students introduces readers to the
idea of focal students and how data can be used to determine which students
could be selected as focal students for their cycles of inquiry. The section
discusses the different performance levels (i.e., limited progress toward
standard, progressing toward standard, meets standard, and exceeds standard),
and how focal students should be identified from those performing in the
limited progress toward standard and progressing toward standard levels. In
addition, this section provides data collection sheets that allow teacher leaders
to see their entire class’ data for a particular standard in a single glance.
 Cycle of Inquiry: This section discusses in detail the process of a cycle of
inquiry and how it can support teachers in planning lessons in order to engage
and motivate their focal students. The section introduces readers to the five
steps of a cycle of inquiry: (a) Determining a Focus for Inquiry into Practice, (b)
Determining Measurable Goals, (c) Creating an Action Plan, (d) Collecting and
Analyzing Data, and (e) Setting Goals for Next Cycle of Inquiry. This section
presents readers with guiding questions for each of the five steps of a cycle of
inquiry and a step-by-step process for designing lessons using a cycle of
inquiry.
 Building Strong Relationships with Your Focal Students: This section
introduces several strategies teachers can use in order to build strong
relationships with their students. Some of the strategies highlighted include
interviewing students, attending extracurricular activities, writing personal notes
to students, and making positive phone calls home.
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 Equitable Teaching Strategies: This section presents readers with several basic
teaching strategies that promote equity in their classrooms including, but not
limited to greeting students by name as they enter the door, think/pair/share,
using random response strategies, and asking higher order questions of all
students.
 Formative Assessment Strategies: The purpose of this section of the handbook
is to support teachers with quick and easy strategies for assessing their students
formatively. It gives a brief discussion regarding the differences between
summative and formative assessment and includes, but is not limited to, the
following formative assessment strategies: Three Dos and a Don’t, using
individual dry erase boards, using self-directed responses, and Yes/No Charts.
Once the preliminary form of the handbook was complete, I was ready to begin
the preliminary field test of the product.
Steps 4 and 5: Preliminary Field Testing and Main Product Revisions
Once the preliminary form of the product was developed, I began to plan for and
implement the preliminary field test of Keeping Equity in Mind. The preliminary field test
included 10 participants, which included 3 administrators, 2 TOSAs (teachers on special
assignment) dedicated to equity work in their district, and 5 teachers teaching in
Middleton School District in Oregon (including three participating in the main field-test).
The participants in the preliminary field test represent a convenience sample of
educators who range in experience from 4 to 24 years in the field of education. I
purposely included participants in the preliminary field test sample who had not
participated in Taking it Up, the equity training adopted by the Middleton School
District, because I wanted to understand what their impression of the product would be
having not participated in equity training. While this sampling was one of convenience, it
was “representative of the target audience” (Bridges & Hallinger, 1995, p. 120), and,
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therefore, critical feedback could be gathered. Table 11 illustrates the preliminary field
test participant demographics.

Table 11
Preliminary Field Test Participant Demographics

Participant

Gender

Race

Job Title

Total # of
Years in
Education

# of Years
in Current
Position

Equity
Training

Kate

Female

White

5th Grade Teacher

20

6

Taking it Up

th

Audrey

Female

White

5 Grade Teacher

17

1

Taking it Up

Jessa

Female

White

5th Grade Teacher

11

2

Taking it Up

Mary

Female

White

Equity TOSA

11

1

Taking it Up

Allison

Female

White

Equity TOSA

17

1

Taking it Up

rd

Mitchell

Male

White

3 Grade Teacher

4

4

None

Sharon

Female

White

Elementary
Principal

20

12

Taking it Up

Tina

Female

White

Instructional
Coach

24

3

None

Donald

Male

Mixed
Race

3rd Grade Teacher

12

5

Taking it Up

Lidia

Female

White

Child
Development
Specialist

23

6

None

Purpose of preliminary field testing. The purpose of the preliminary field test is
to gather formative data regarding the usefulness of the preliminary form of the product
(Bridges & Hallinger, 1995). Because I hope this product will be useful for teachers and
administrators, I purposely chose to include both in the sample. The preliminary field test
included the following activities:
1. Initial meeting to introduce myself and go over expectations
2. Disseminate preliminary form of Keeping Equity in Mind
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3. Discuss dates for completion of participation and deadlines for feedback
4. Collect and analyze formative data
Each participant was asked to write anecdotal notes in the handbook regarding their
opinions of each of the sections and make suggestions for additions to or deletions from
the handbook.
All members of the preliminary field test attended the informational meeting,
which included a power point presentation (Appendix F) regarding their potential
participation in this study. I told my story as an educator working to close the
achievement gap and discussed the work I did at Cole. The informational meeting
focused on the following topics:
 Purpose of our work together
 How were the participants feeling about equity since training had ended
 Equity versus Equality
 Focal Students
 Cycle of Inquiry
 Expectations for next meeting
Following the informational meeting, each participant received a copy of Keeping
Equity in Mind and was given three weeks to read the handbook in its entirety. As the
participants read the handbook, they were asked to take marginal notes regarding their
perceptions of the product and its perceived usefulness, as well as write anecdotal notes
regarding what needed to be added to or omitted from the handbook. While the
preliminary field test participants did not actually participate in implementing Keeping
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Equity in Mind, my goal was to ascertain whether or not they felt they would be able to
do so after reading the handbook. As I analyzed the formative data gathered during the
preliminary field test, the following themes emerged: (a) the handbook’s alignment with
Senate Bill 290 (SB290; Hungerford & Dickson, 2012); (c) the usefulness of each of the
sections; (c) possible additions; and (d) the appropriateness of certain word choices. The
next section discusses these themes in more detail.
Preliminary field test findings (Step 4) and main product revisions (Step 5).
The preliminary field test yielded formative data, which led to the main revision of the
product, Keeping Equity in Mind. While coding the data, I kept the primary research
question in mind: How useful is the handbook, Keeping Equity in Mind, to educators
continuing equity work in building teacher efficacy in regard to teaching their students of
color? Once the participants had read and made marginal notes regarding their opinions
of the product, I categorized and coded the data. Through coding the data, themes began
to emerge, which drove the majority of the revisions made to the preliminary form of the
product.
The first theme that emerged from the preliminary data set was the selection of
focal students and setting specific goals for their achievement and its connection to
SB290 (Hungerford & Dickson, 2012). With the passage of SB290 in 2011 and Oregon’s
Elementary and Secondary Education Act (ESEA)’s Flexibility Waiver in 2012,
educators are asked, as part of the teacher evaluation process, to specifically address
student learning and growth through the collection of summative and formative
assessment data (Hungerford & Dickson, 2012). Based on SB290 and the ESEA waiver,
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teacher evaluations now require multiple measures of performance—including impact on
student learning and growth (Hungerford & Dickson, 2012).
In the preliminary form of the product, there was no mention of SB290
(Hungerford & Dickson, 2012) and how it relates to setting measurable goals for focal
students through participating in a cycle of inquiry. Participants reported, “this looks a lot
like our new growth goals,” and, “I wonder how you can make this fit with our growth
goals, since we are already doing those . . . could they be connected somehow?” In order
to bridge the gap and make the connection between SB290 (Hungerford & Dickson,
2012) and the use of a cycle of inquiry to focus instruction on specific focal students, I
added the section, How Does a Cycle of Inquiry Support My Work with Common Core
Student Learning and Growth Goals, in order to begin the discussion regarding the
usefulness of this tool in helping teachers meet their student learning and growth goals. I
decided, however, not to completely revise the Determining Focal Students section at this
point. Rather, I determined it made more sense to wait until I began working with
teachers in the main field test in order to solicit their feedback on what would be more
helpful for them as they proceeded through the process. While I did not make major
revisions to this section in the main revision stage, I anticipated making more significant
revisions in the operational revisions stage.
Another theme that surfaced was the participants’ opinions about specific sections
of the handbook; specifically the following sections: About the Author, How to
Determine Focal Students, Tools and Resources, and Continuing the Work. While the
majority of the feedback regarding the About the Author section was positive, one
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participant stated, “I would like to see you expand more on the reasons why you felt the
students at Cole were not being successful. You touch on looking at bias, but what about
instructional practice?” While I understand where she is coming from—a place of
wanting to ensure teachers are using instructional practices that are successful in reaching
all students—I did not think adding a discussion about instructional practices to the
About the Author section made the most sense. Instead, I chose to add an entirely new
section to the handbook: Equitable Teaching Strategies, which included eight highly
affective teaching practices educators can use to ensure equitable teaching is occurring in
their classrooms (more strategies would be added following the main field test).
In addition to adding a section regarding equitable teaching practices, I made
several revisions to the Tools for Identifying Focal Students section. First, I agreed with
the participant who suggested changing the section title to Tools for Determining Focal
Students. The revised title is straight forward, and the language is clearer than the original
section title. All the preliminary field test participants spoke favorably of the tools in the
above section stating, “I like this!” or, “These tools are so clear.” One revision I made to
the tools section was to create an electronic version of the tools, so teachers could
download them and electronically fill out the forms. Table 12 summarizes the revisions
made to the preliminary form of the product.
While Table 12 summarizes the data collected regarding particular sections of the
handbook, two other themes emerged that were not related to sections of the handbook,
but rather were logistical categories: language use and possible additions to the
handbook. There were two words that recurred in the participants’ comments: the use of
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Table 12
Preliminary Field Test Formative Codes, Data, and Actions Taken in Regard to
Particular Sections of Keeping Equity in Mind
Data Code

Data Gathered from Preliminary Field Test

Action Taken

Senate Bill
290
(Hungerford
& Dickson,
2012)

“This is a great tool for teachers. You may want
to consider how it aligns with the new evaluation
system, SB290.”
Regarding the list of questions to ask while
designing a cycle of inquiry and collecting and
analyzing data on page 35-36 of the preliminary
form of the product: “This ties into the new
evaluation system and student growth goals.”

Added section, How does a Cycle of
Inquiry Support My Work with the
Common Core Student Learning and
Growth Goals?
Planned to discuss goal setting and
SB290 in more detail with main field
test participants in order to ascertain
how I might revise the product to
better connect to the student learning
and growth goals set earlier in the
year.

About the
Author

“Sets the stage well for your project—provides
purpose and a sense of urgency.”
“I would like to see you expand more on the
reasons why you felt the students at Cole were
not being successful. You touch on looking at
bias, but what about instructional practice?”
“I like this part [when I explain teachers at Cole
were blaming students’ circumstances for why
they were not meeting standard] because many
teachers can relate.”
“Powerful statement about you, your beliefs
about student success and the importance of the
work. Well done.”

Added section in handbook regarding
equitable teaching strategies.

Focal
Students

“Possibly change heading to How are Focal
Students Determined.”
Regarding the paragraph before color zone
graphic on page 17 of preliminary handbook:
“This is exceedingly clear. Would it make more
sense to include this on page 10 where you
originally defined the levels or maybe a bit of
it?”

Changed heading to How are Focal
Students Determined.
Decided to keep graphic and its
description in the original place . . . it
did not flow well on page 10 as
suggested.

Tools

Regarding tool for determining focal students:
“I love this form! Actually, I like all the forms.
User friendly and clean. Can we get them
electronically?”
“This is helpful for teachers. I like how you
provided a model. Can I do it on my computer?”

Kept forms in their original state and
made electronic versions available
for ease of use.

Continuing
Work
Section

“I love this!” regarding the phrase: we are faced
with the exciting possibility of reshaping the
educational experiences for students who have
been historically overlooked.
“Ah . . . I am inspired.”

Kept section as is.
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Adequate Yearly Progress (AYP) and subgroup. Participants stated comments such as,
“What is AYP?” “Have you appropriately defined AYP?” and, “Do we still say AYP?” in
relation to the use of AYP in the Focal Students section. Clearly, AYP is no longer an
appropriate term following the passing of SB290; therefore, I changed it to mirror the
language used in the common learning and growth goals associated with SB290
(Hungerford & Dickson, 2012). In the section, Using AYP Data (to identify focal
students), I changed the language to state, Using State Assessment Data.
In addition to AYP, one participant stated that the use of the word subgroup
throughout the document might be offensive to some readers. Upon further examination,
I agree the word subgroup has a negative connotation, and therefore, should be omitted
from the handbook. Rather than referring to group membership by subgroup, I revised the
preliminary form of the handbook to use the phrase group membership.
In addition to language revisions, many of the participants had ideas about what
should be added to the handbook. Not surprisingly, many of them asked for specific
strategies for teaching equitably and building strong relationships with their students.
Initially, when drafting the preliminary form of the handbook, I purposely left these
concepts out; I assumed teachers would have resources on these topics and would not
need more information regarding specific strategies. Additionally, I wanted to keep the
handbook readable and focused on selecting focal students and implementing a cycle of
inquiry, so I worried adding sections on strategies would muddy the waters. However,
after analyzing the preliminary data, it is clear the participants feel this would be a
valuable addition to the handbook. Therefore, I added two entirely new sections:
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Strategies for Building Relationships with Your Focal Students and Equitable Teaching
Strategies. The following table summarizes the preliminary field test codes, data, and
actions taken in regard to language use and possible additions to the handbook.

Table 13
Preliminary Field Test Formative Codes, Data, and Actions Taken in Regard to
Language Use, and Possible Additions
Code

Data Gathered from Preliminary Field Test

Actions Taken

Language

Regarding the use of the word subgroup:
“Some people might take offense to this.”
Regarding the use of AYP: “Is this still
relevant considering the revision of No Child
Left Behind?”
“Maybe call it State Assessment rather than
AYP?”

Changed subgroup to group membership
throughout the handbook.
Where appropriate, changed AYP to State
Assessment Data. In other places,
changed the language to mirror that of the
student learning and growth goals set
forth by SB290 (Hungerford & Dickson,
2012)

Possible
Additions

“Great job! This is important work, and the
tool makes sense! Personally, I could use
help learning strategies to help close the
achievement gap—could you give examples
of things teachers might do, or is that too
different from the specific focus of this
handbook?”
“How do teachers determine how to better
engage the focal group—GLAD, general
engagement strategies, small group
instruction—targeted groups?”
“I would like to see more ways suggested to
get to know your students and their
individual stories: have lunch with each one
(TALK); parent conferences, observe
students in and out of the classroom; home
visits; etc.”

Added section titled, Equitable Teaching
Practices, to give specific teaching
strategies such as:
 Ask high-order questions of all
students
 Think/Pair/Share
 Promote Interpersonal Discussion
Added section titled, Strategies for
Building Relationships with Your Focal
Students. The following is a sample of the
strategies included:
 Make a positive phone call home
 Interview your students
 Attend extracurricular activities
 Leave a note for your student

In addition to the data gathered in the preliminary field test, I gathered additional
data while defending my dissertation proposal. My dissertation committee felt adding
additional resources (i.e., websites, book titles, videos, etc.) to sections of the handbook
would be useful. Therefore, I added Further Resources to the sections Strategies for
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Building Relationships with Your Focal Students and Equitable Teaching Strategies.
Another revision I made to the preliminary form of the product based on my dissertation
proposal defense was adding a section titled, Author’s Note, which discusses why the
handbook specifically focuses on racial equity (see chapter 5 for ideas on how this
handbook could be adapted to meet the needs of teachers attempting to teach in ways that
promote gender equity, language equity, and meet the needs of varying groups of
students in their classrooms). Following the preliminary field test and main product
revisions, I was ready for step six of the R&D process: main field testing.
Step 6: Main Field Testing
The main field test “involves implementation of the new product and collection of
data concerning its application. It is at this stage that the researcher collects the key ‘data’
concerning the new product’s efficacy” (Bridges & Hallinger, 1995, p. 122). In this stage
of the development process, the researcher collects two types of data: (a) formative data,
which will be used to revise and improve the product; and (b) summative data, which will
serve to determine the overall efficacy of the product. In order to gather both summative
and formative data, six teachers agreed to implement Keeping Equity in Mind. Table 14
summarizes the activities completed by the participants in the main field test.
Six teachers from Middleton School District participated in the main field test.
The sample included three fifth-grade teachers, a secondary math and language arts
teacher, a secondary math teacher, and a secondary art and civics teacher. Table 15
illustrates the main field test participants’ demographics.
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Table 14
Main Field Test Data Collection Strategies
Data Collection
Strategy

Participants Participating in Data
Collection Strategy

Equity Interview

Gather baseline data regarding how
efficacious participants felt regarding
teaching their students of color following
their participation in formal equity training

All

Planning Meeting
Observation

Purpose of Data Collection Strategy

Johnson Elementary participants
were observed during three
planning meetings
Sunset High School participants
were observed during one
planning meeting

Determine if teachers’ planning was
changed as a result of implementing
Keeping Equity in Mind

Final Interview

All

Determine how useful the handbook was to
participants

Final Survey

All

Determine how useful individual sections of
the handbook were to participants

Table 15
Main Field Test Participant Demographics
Kate

Audrey

Jessa

Vincent

Seema

Ella

Gender

Female

Female

Female

Male

Female

Female

Race

White

White

White

White

Asian IndianAmerican

White

Elementary or
Secondary

Elementary

Elementary

Elementary

Secondary

Secondary

Secondary

Grade/ Subject
Teaching
Currently

5th Grade

5th Grade

5th Grade

Math &
English

Math

Art &
Civics

Number of
Years
Teaching

20 years

17 years

11 years

1 year

13 years

9 years

The main field test sample is a purposive sample (Creswell, 2007) who were
selected because they had participated in equity training and were not currently enrolled
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in follow up training. All of the participants expressed feeling various levels of
transformation (Mezirow, 2000) as a result of having participated in equity training and
all participants expressed frustration with the lack of follow up support. Before
implementing Keeping Equity in Mind, and in order to get a sense of how confident the
participants in the main field test felt teaching students of color, I conducted an initial
equity interview (Appendix B). The purpose of the equity interview was not to gather
data regarding the usefulness of the product, but rather to get a sense of how the
participants were feeling following their participation in equity training.
Equity interview. I interviewed five of the participants in their classrooms, and
one participant preferred meeting at the local coffee shop. All interviews were audiotaped
and transcribed. In addition to transcriptions, I took notes while the participants answered
the interview questions. During the initial equity interview two themes began to emerge:
following their participation in equity training, all of the participants experienced some
level of transformation; however, they did not feel efficacious about teaching their
students of color, and the participants hoped to gain specific strategies for working with
their students of color from participating in this study.
When asked the question, How (if at all) has equity training changed the way you
look at yourself as a racial individual, one participant responded, “I understand that as a
White woman, I have particular privileges that are afforded me merely because of my
race. I think about that a lot now.” Additionally one participant reported, “I understand
the challenges I face being female, but the fact that I am White . . . I’m certain has helped
me in ways I don’t even realize. It’s kind of strange.” Finally, Ella mentions how she
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“feel[s] ignorant that [she] did not know the history of racism in Oregon so thoroughly
until this training. That segment opened [her] eyes to the extent of injustice people of
color have faced in this state.” She later told me in a planning meeting that she could not
stop thinking about the statistics presented at the training regarding racial inequities in
Oregon and what her role in perpetuating those inequities might have been. While the
participants in this study felt changed by their participation in equity training, they
wanted answers. Answers to questions such as:
 “What do [I] do to better serve the students of color in my class—both socially
and academically?”
 “I wish I had more resources . . . like what can I do in my classroom to start
teaching more equitably?”
 “How do I gain a better understanding of my students, and how I can help
them?”
 “How can I have a positive effect on my students of color?”
 “How can I better reach my students and [know] what biases I carry with me?”
 “I understand I have these biases that are informing everything I do, but I don’t
know what they are exactly. I know that it’s happening, but I don’t know how it
is manifesting itself in my teaching. I don’t know how to teach differently.”
Based on the questions the participants were asking regarding how to better meet
the academic needs of their students of color, it is not surprising that, when asked the
question, Following equity training, what (if anything) has changed in your teaching
practice, the participants were unable to specifically give examples of how their practice
had changed. One participant stated “the equity training I attended was big and broad, but
it didn’t necessarily help with the nitty-gritty daily grind of staying focused on equity. I
would like something to help me with that.” Another participant shared, “I feel that I
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have more information that inequities do exist, but I am just not sure what to do about it.”
One participant bravely stated, “I don’t feel confident as a teacher of students of color—
period. I feel pretty sheltered here at Sunset High School. I would be scared shitless to
teach in a school with more racial diversity.”
Recall the 10-step transformative process through which adults go in order to
achieve a transformation of beliefs (Mezirow & Taylor, 2009) discussed in chapter 2. It is
clear from the data collected in the equity interview that the majority of the participants
in this study were supported through the first five phases of transformative learning: (a)
recognizing a disorienting problem; (b) examining self; (c) assessing one’s beliefs; (d)
recognizing that in order to relieve the discomfort caused by the disorienting problem,
one must transform their taken-for-granted frames of reference; and (e) beginning to
recognize and explore new roles, relationships, and actions. However, they were not
supported in entering into phase six: designing a plan of action for future activities—in
the case of the participants in this study, designing a plan of action for what they could do
in their classrooms to better meet the academic needs of their students of color.
Following the equity interview, it was clear there is an important educational need
for a product designed to support teacher leaders as they continue equity work once
formal equity training at their school sites has ended. If teacher leaders ranging in
experience from 1 to 20 years of teaching leave equity training feeling “frustrated” and
“abandoned,” certainly the field of education could benefit from such a tool. With the
equity interview complete, the participants were ready to transition into the next steps:
implementing the strategies presented in Keeping Equity in Mind.
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Implementation of Keeping Equity in Mind. In the January of 2014, following
the equity interviews of the six participants, the participants prepared to implement
Keeping Equity in Mind. In order to ensure all participants understood what the process
was for participating in this study, I scheduled two informational meetings: one at
Johnson Elementary and another at Sunset High School. I explained to the participants
that, in alignment with PBL (Bridges & Hallinger, 1995) and the R&D cycle (Borg &
Gall, 2003), I was hoping to gain insight into how useful the handbook, Keeping Equity
in Mind, is for teachers following their participation in equity training. I explained that I
hoped to answer the following primary and secondary research questions:
 How useful is the handbook, Keeping Equity in Mind: A Tool for Teacher
Leaders to Use While Planning Their Lessons in Order to Sustain Equity Work,
in building teacher efficacy in regard to teaching their students of color?
 How useful is Keeping Equity in Mind in supporting educators in explicitly
thinking of their students of color as they plan their weekly lessons?
 How useful is Keeping Equity in Mind in helping educators build stronger
relationships with their students of color?
 How useful is Keeping Equity in Mind in helping teacher leaders engage
students of color?
 What are the participants’ perceptions of the handbook’s content and usability?
 What suggestions do the educational leaders have for the improvement of this
handbook?
The participants at Johnson were selected as key informants (Creswell, 2007) in
the planning process, because they were able to fit in two cycles of inquiry during the
duration of the study. I planned to gather baseline data regarding their planning rituals by
observing a planning meeting before implementing Keeping Equity in Mind. The baseline
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data would allow me to ascertain if there was a transformation in their planning rituals
once they began using the tools in Keeping Equity in Mind.
The participants at Sunset High School could only commit to one cycle of inquiry
due to the ending of their teaching term. Because the participants at Sunset were faced
with final exams, changing of students and taking on different teaching curriculum at the
conclusion of the term, planning a second cycle of inquiry at Sunset did not fit into the
timeframe of this study.
Planning meeting observations at Johnson Elementary. As part of the process
of measuring the efficacy of Keeping Equity in Mind, I observed three planning meetings
with the fifth grade teachers at Johnson Elementary. The observations took place on
January 14, 2014, January 28, 2014, and February 18, 2014. The purpose of the planning
meeting observations was to determine if, through the implementation of Keeping Equity
in Mind, the manner in which the fifth grade team planned their lessons would be
transformed. In addition to observing, I audiotaped the planning meetings and transcribed
them in order to maintain authenticity.
At the pre-cycle planning meeting, I took on the role of observer-as-participant
(Johnson & Christensen, 2008). The participants were aware I was collecting data
regarding their planning rituals, but they understood I would not participate in the
planning meeting; rather, I would sit to the side and observe. At the Cycle 1 planning
meeting, I made it clear I would take on the role as participant-as-observer (Johnson &
Christensen, 2008); that is, I would participate in the planning of the team’s first cycle of
inquiry, and finally, at the Cycle 2 planning meeting, I planned to again take on the role
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of observer-as-participant—taking a backseat and allowing the team to lead the planning
meeting.
The planning meeting observation protocol (Appendix D) focused on specifically
gathering data on the following topics: (a) Teaching Target/Standard, (b) Teaching
Strategies, (c) Assessment, (d) Discussion Regarding Specific Students, and (e)
Relationship Building Strategies. All of the above topics are necessary in planning a
cycle of inquiry.
Pre-cycle planning meeting. The pre-cycle planning meeting took place on
January 14, 2014. All three members of the team were present, and the meeting lasted
approximately 20 minutes. Eight of those minutes were spent discussing which of their
students should be selected as the Rotary Club’s Youth Leadership award recipient—
leaving 11 minutes to plan. Prior to the pre-cycle planning meeting, the fifth grade team
selected mathematics as the content area on which to plan their cycles of inquiry.
The pre-cycle planning meeting began with Kate stating, “Okay, do we want to
talk about math? It will be fast.” The team never determined a standard on which to focus
at their pre-cycle planning meeting. Rather than stating which standard they planned to
teach, they walked through a binder of worksheets. From their discussion, it became clear
the team was planning for a week’s worth of lessons dealing with fractions. The team
discussed which worksheets to use and who would do the copying. At one point, Kate
brought up the idea of a common assessment, and the team agreed it was a good idea to
create one; however, the team got distracted and never returned to the topic. The team did
not mention any students by name in their planning, nor did they refer to groups of
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students (i.e., SpEd [Special Education], ELD [English Language Development]. etc.). In
addition, they did not discuss how to build relationships or engage specific students. The
meeting ended with the following discussion:
Kate: So, do we want to go into more detail about what we are teaching each day
next week, or is that enough?
Audrey: I think as long as we have enough, and I can kinda put it [the worksheets]
in a stack, so I know what order to do them in . . . maybe you and I could put
them in a stack.
Jessa: Yeah, because I still have to do the popcorn kernels. I still have to do the
three models activity. I still have to do the two SMC lessons.
Audrey: So do I.
Jessa: I have to do the computer activity.
Audrey: We all still have all those things to do.
It was clear from the pre-cycle planning meeting the fifth grade team at Johnson
focused their instructional planning on what worksheets they had readily available. They
jumped between talking about teaching fractions on a number line, using fraction bars,
finding equivalent fractions, using a set and/or area model to represent fractions, and
using the clock model to determine fractional parts of a whole, but never settled upon a
specific standard. It seemed as though Kate was making an attempt to plan common
lessons for the topics they planned to do the following week when she asked, “So, do we
want to go into more detail about what we are teaching each day next week, or is that
enough?” However, the team did not have the common ritual of specifically planning out
learning activities; and therefore, they opted to skip that step and decided to put the
following week’s worksheets in common stacks.
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Cycle 1 planning meeting. On January 28, 2014, I met with the fifth grade team
at Johnson Elementary to plan their first cycle of inquiry. All three of the team members
were present and had read the handbook, filled out the Determining Focal Students tool,
determined a standard on which to focus their cycle of inquiry, and had selected three to
five focal students. The meeting lasted 1 hour and 40 minutes. I explained to the team
that I would be participating in the planning of their first cycle, and that I would walk
them through the process. The first step was to identify a specific standard on which to
focus. The team had preselected math standard 5.1.1: Develop fluency with efficient
procedures for adding and subtracting fractions [with like denominators] and justify what
the procedures were.
They designed 5 days of lessons ranging from 30 to 40 minutes each for math
standard 5.1.1. Prior to designing the lessons they planned to teach for their cycle of
inquiry, they discussed the data they had to support the need to teach math standard 5.1.1,
“What data do we have to support our decisions [regarding which strategy to teach]? I am
using OAKS assessment from 2012/2013 and the core standard pre-test.” All team
members had, through the use of the Determining Focal Students data collection sheet,
already gathered the previous year’s OAKS math scores for all of their students and had
administered a pre-test for the fractions unit designed by the district. With these two data
points in hand, they were able to quickly identify a standard on which to focus their cycle
of inquiry.
As they began planning the lessons they would teach to address math standard
5.1.1, they began discussing specifically what they planned to do for each lesson. In
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addition, they had specific conversations regarding how they might engage their focal
students and how they would address language use for their ELD population. The
following dialogue illustrates the thinking that went into planning one of the five lessons.
Kate: Now let’s look at each of the lessons. When we introduce this concept
[adding and subtracting fractions with like denominators], how are we going to do
that? How are we going to get those [focal] students engaged? Are we going to do
some sort of Frayer Model?
Audrey: Or a pictorial . . . we can do it with candy hearts because it’s Valentine’s
Day. We could do it where we talk about . . . trying to figure out what would be
realistic.
Jessa: Well, what if this . . . what if it’s something like this . . . I don’t want to
make it too complicated, so Audrey talk me down, but what if you have a certain
amount of kids and they each have different colors and so you’ve got . . . you’ve
got fractions like how many green out of . . . or maybe there don’t need to be kids
at all. You just split up the candy hearts into color groups. Then, you can say, you
are going to add the green candy hearts and the white candy hearts.
Audrey: Oh . . . like so and so’s favorite colors are pink and red or pink and
purple, so she wants all of those and she will share the rest with friends. How
many candy hearts does she have . . . and there is the same denominator because
they have to find what the set is because that’s what we’ve been working on.
Jessa: So, if we are going to give them hearts, we would have to give them a
group demonstration of how to do it.
Kate: That would be the pictorial mini-lesson, right? Audrey how do you start?
Obviously, we are going to do some sort of poster. Do we type up the problem?
What do we . . . what do we show them?
Audrey: I usually . . . um . . . you know what, I’m going to run to my classroom
and get the planning sheet. I’m going to get the pictorial planning sheet . . . I just
need a minute to find it [Audrey goes to her classroom and returns with the
pictorial planning sheet]. In fact, what if we used one of our focal students as the
person in the problem? What if we somehow brought one of them in?
Jessa: That’s a cool idea.
Kate: Okay, I changed it to Dustin. And Dustin loves candy hearts . . . Valentine’s
Day is approaching and Dustin loves candy hearts.
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Audrey: Okay, what words do we want to make sure we hit for those ELD kids?
Jessa: Well, the idea that when it says “and” you are adding them. That takes
them a while to figure out.
Audrey: That’s a good one. When we do this, we think about what words would
keep ELD kids from accessing the language. We could say, Valentine’s Day is
approaching—oh, that’s a word you might not know, it means coming soon. Elise
loves candy hearts. Her favorite colors are pink and lavender—that really light
colored purple. So they are going to sketch on the worksheet and the record would
be the actual whatever 12ths, let’s say it’s 3/12 plus 4/12 equals 7/12. So when we
flip our little thing down, it could say . . . Basically, it’s just our . . . um . . .
number sentence. So what would that be…Elise has _____ pink hearts and ____
lavender hearts. She has ____ all together.
Teri: Okay, so that’s your day one. Are you going to do any sort of formative
assessment on that day?
Jessa: Yeah, we should. What should we do?
Teri: Can I introduce you to a fun new formative assessment I came across . . .
Three Do’s and a Don’t. Um . . . you give them a sentence frame and you start off
by giving them three things you do and one thing you don’t do. So, I could say,
when adding and subtracting fractions with like denominators, do add the
numerators, do draw a model, and do keep the same denominator, but don’t add
the denominators together.
Audrey: I love it! It gets them thinking! Sounds good . . . Moving on to lesson
two?
The team included teaching strategies such as using a Frayer Model and Pictorial
Input Chart, both Guided Language Acquisition Design (GLAD) strategies designed to
deliver quality instruction in engaging ways to English Language learners. The purpose
of a Frayer Model is to support students with the acquisition of new vocabulary. When
using a Frayer Model, teachers create a chart that is divided into four quadrants
representing the following: (a) Definition of the term in the students own words, (c) facts
and characteristics of the term, (c) examples of the word, and (d) non-examples of the
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word. A Pictorial Input Chart is used to introduce new content through teachers actively
drawing a visual representation of the content while labeling vocabulary. The purpose of
a Pictorial Input Chart is to make vocabulary understandable to students, provide a future
resource for students, and help students organize new content information. The
participants also discussed using strategies such as Build, Sketch and Record, a hands-on
mathematical strategy where students are asked to first build a math problem using
hands-on materials, then sketch or draw what they built, and finally, record their answer.
In addition, they discussed having students use individual white boards to answer practice
questions. Each lesson for each day used one of these specific engagement strategies.
In addition to planning the specific teaching strategies they planned to use for
each lesson, they actually sat together and designed each lesson as a team. They
discussed exactly what they planned to do in their classrooms to teach each lesson, and
they determined a common pre- and post-test as well as designed two common formative
assessments. In addition to specifically discussing focal students and ELD students,
Audrey addressed how she might engage her Gifted and Talented (TAG) student when
the team decided to revisit the pictorial input during their third lesson on introducing
subtracting fractions with like denominators.
When we go to lesson three . . . on session three . . . don’t you think we could
revisit that problem fairly quickly and then go into drawing subtraction problems
. . . this will be perfect engagement to get them moving into that because they will
be familiar with it . . . remember Elise and her hearts, well this time Alicia is here
and she wants all of the blue ones . . . the idea is you would revisit the pictorial
over and over. We are just changing the prompt to subtraction. Jace can rewrite
the problem for me . . . he is math TAG, and thinking of how I can engage him . .
. that’s higher level thinking having him come up with the new problem. (Audrey,
personal interview)
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While the cycle 1 planning meeting focused primarily on teaching strategies and
engagement, the cycle 2 planning meeting focused more on building relationships with
focal students.
Cycle 2 planning meeting. I met with the fifth grade team at Johnson for a second
cycle planning meeting on February 18, 2014. The meeting lasted approximately 25
minutes. The meeting was audiotaped and transcribed, and I took notes as the meeting
progressed. The team had already planned the lessons associated with the second cycle
using the Pre-Cycle Planning Sheet incorporating teaching strategies such as Think Pair
Share, a strategy suggested in Keeping Equity in Mind. In addition to Think Pair Share,
they designed lessons including using individual white boards, another pictorial input as
well as a game where students use fraction bars to add and subtract fractions with like
and unlike denominators. When I sat down at the table with the team, they asked if this
meeting could focus more on how they might strengthen the relationships they have with
their students. Kate shared, “We already have a sense of how to plan lessons using
GLAD, etc. and we planned those lessons for the next cycle on Monday . . .what I need
more help with is connecting with my focal students.” Jessa and Audrey agreed, so we
decided to spend more time on relationship building and less time on lesson planning
(which they had already done). I had originally planned to act as observer-as-participant
during the final planning meeting, but it was clear the team wanted more support with
building strong relationships with their students, so again, I took on the role of
participant-as-observer.
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Before we started discussing strategies for building relationships with their
students, I asked the participants to walk me through the lesson planning they had done
using the Pre-Cycle Planning sheet the previous Monday—I wanted to verify they had,
indeed, planned out the lessons for the following week. I was pleased to see they all had
the planning sheet filled out, and it was clear they had planned together as the activities
they had selected to deliver the content was the same on each of their sheets. To begin the
discussion about building relationships, we went through the handbook and discussed the
different strategies. The team had already implemented the Interview strategy, Make
Your Student the Center of Attention strategy, and Jessa had used the Attend
Extracurricular Activities strategy.
I went to Dominic’s game . . . you should have seen the look on his face. He could
have died. The next day in class he was like . . . hey, she came to my game. His
parents were pretty stoked, too . . . I guess he seemed more engaged the next day
. . . he made more eye contact and nodded his head more while I was teaching . . .
he didn’t seem as tuned out. (Jessa, personal interview)
Because the team had already tried several of the strategies I had added to
Keeping Equity in Mind during the main product revision stage, I decided to have the
team brainstorm different ideas they have done in their classrooms over the years to build
relationships with their students. Jessa recalled having given hand written notes to her
students and conducting morning meetings as strategies she had found successful in
promoting positive relationships with her students.
I forgot about this one . . . something I’ve done with kids before and it just makes
a world of difference is . . . like I’ll take an index card, fold it in half and I’ll put a
sticker on the front and then I’ll just write a little positive note [inside] and tuck it
in their desk, and they’ll find it in the morning, and the other kids will be like,
what’s that? I want one! And they love it and they keep it! And, I do morning
meetings . . . I check in with my kids every day like they have a chance to say
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how they’re feeling and have a chance to say what they are doing well and what
they want to do better. One thing I’ve noticed . . . that my ELD kids who don’t
typically share in class will share in their morning meeting a lot, so that works.
My little Bianca, she never raises her hand academically, but she participates
every day in the meeting. (Jessa, personal interview)
In addition to Jessa sharing strategies she had used previously, Audrey added the
following technique for building strong relationships:
Also, calling them out on a celebration. I noticed so and so did some really smart
thinking on this problem. So if they don’t want to share, you can still draw
attention to them and give them a little boost. (Jessa, personal interview)
Kate offered yet another strategy she had used in her teaching experience:
We can’t discount asking kids to help us in different ways . . . just pass out papers
or take this to the office for me. It’s not a back and forth, but it’s a “I trust you
enough to do this type of thing.” (Kate, personal interview)
The team also discussed using such strategies such as Question of the Day in
order to get to know their students better. “You find out fascinating things about
students,” when you ask them about themselves. We decided the Pre Cycle Planning
form needed a place where teachers could explicitly express what relationship building
strategies they planned to use during the cycle. “If I have to write it down,” Audrey said,
“I am more likely to do it. It keeps me accountable.” Following the discussion about
building relationships Kate realized they had yet to determine common formative
assessments. The team settled on two formative assessments (the pre- and postassessments had already been determined), and concluded their meeting.
The data collected from the planning meetings showed a definite transformation
(see Table 16) from doing minimal planning to planning that was in-depth and
strategic—planning for specific standards, specific students, and specific strategies. The
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pre-cycle planning meeting focused primarily on the use of worksheets and the order in
which they would be completed. There was not a discussion regarding lesson delivery nor
did they discuss specific standards to be addressed. No one presented one another with
questions about how they planned to teach the particular lessons, and no one pushed one
another’s thinking. At the cycle 1 planning meeting, participants went through filling out
the Pre Cycle Planning form, which walked them through looking at data, selecting a
specific standard to teach, determining measurable goals, and designing common
assessments. In addition, the participants asked questions of one another and learned from
one another (i.e., Audrey’s pictorial input).

Table 16
Transformation of Planning Meetings at Johnson Elementary
Pre-Cycle Planning
Observation

Cycle 1 Planning
Observation

Cycle 2 Planning
Observation

Date

January 14, 2014

January 28, 2014

February 18, 2014

Length of
Planning
Meeting

19 minutes 54 seconds

1 hour 38 minutes

24 minutes 5 seconds

Teaching
Target(s)/
Standard(s)
Discussed

Target never specifically
defined. Discussed
teaching the following
concepts in regard to
fractions:

Math 5.1.1 Develop fluency
with efficient procedures for
adding and subtracting
fractions [with like
denominators] and justify
what the procedures were
[with a focus on adding and
subtracting fractions with
like denominators]

Math 5.1.1 Develop fluency
with efficient procedures for
adding and subtracting
fractions [with like
denominators] and justify
what the procedures were
[with a focus on adding and
subtracting fractions with un
alike denominators]

 Number line model






Area model
Fraction Bars
Equivalent Fractions
Set Model
Clock Fractions
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Table 16 (continued
Pre-Cycle Planning
Observation

Cycle 1 Planning
Observation

Cycle 2 Planning
Observation

Teaching
Strategies
Used in
Lesson
Planning

Discussed using
particular worksheets,
but did not discuss how
they planned to deliver
instruction

Designed 5 days of lessons
that included the following
strategies:

Discussed 4 days of lessons
already planned that
included the following
strategies:

Assessment

Discussed idea of
designing a common
formative assessment but
got distracted and did not
actually create a
common assessment

Planned a common pre-test,
and two common formative
assessments and determined
the common post-test

 Frayer Model
 Pictorial Input
 Build, Sketch, and
Record
 White Boards







White Boards
Pictorial Input
Think/ Pair Share
Wait Time
Game

Discussed how the
assessments they designed
for the previous cycle were
not rigorous enough—
determined they needed to
write more rigorous
assessments
Planned common pre-test
and one common formative
assessment and discussed
using same post-test

Discussion
regarding
specific
students

N/A

Specifically discussed
strategies to engage the
following groups of
students:

Specifically discussed
strategies to build
relationships with focal
students

 Focal students
 TAG students
 ELD students
Relationship
Building
Strategies

N/A

Intentionally designed
pictorial input to include the
names of two focal students

Discussed implementing
any of the following
relationship building
strategies:
 Note writing
 Inviting them to lunch
 Explicitly telling focal
students that they are
planning lessons to
engage them and elicit
feedback from them
 Question of the Day
 Helpers
 Morning Meeting
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Based on the data gathered during the observations of Johnson’s three planning
meetings, it can be concluded that participation in the activities in Keeping Equity in
Mind support teachers in doing the following:
 Identifying a specific standard on which to focus instruction
 Planning common lessons
 Planning common assessments, both formative and summative
 Discussing specific students and their academic needs (i.e., SpEd, ELD, focal,
TAG)
Later in the study, the participants at Johnson reflected on the type of planning
they did during participating in a cycle of inquiry and how it related to the type of
planning they typically do. Kate shared her thoughts regarding planning well versus just
planning.
I just think planning well saves so much time in the long run, and I don’t get to
Friday and realize I can’t go home because I have no idea what I am teaching on
Monday. Sure I know what topic I’m teaching, but we haven’t thought through
how we plan on teaching it. When you [the grade level team] are all roughly on
the same page, you can get help from one another . . . like suddenly I’m not sure if
my kids are getting this . . . I can ask, “What did you do?” Um . . . I think for all
of those reasons and more it is important to plan with a team of teachers. (Kate,
personal interview)
Kate went on to state,
Also, just the team planning . . . I think it is so important. I think it makes you a
better teacher to have to deal with other people’s viewpoint on how to plan a
lesson and what to include in a lesson and how to interpret targets . . . and what
you are deciding is really important in the standards and how much time to focus
on it. When you are making those decisions as a team, I think it’s just . . . the
potential for success is so much higher than when you are making those
judgments by yourself. (Kate, personal interview)
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While the purpose of this study is to determine the usefulness of Keeping Equity
in Mind in supporting teacher leaders as they continue equity work in their classrooms,
and not about student performance, it is difficult to understand the efficacy of the product
without looking at student growth. All focal students made substantial growth in regard to
math standard 5.1.1 as evidenced by assessment data collected by the fifth grade teachers
at Johnson Elementary.
Table 17 summarizes the focal student pre- and post- assessment data collected
during the Johnson participants’ cycles of inquiry (adding and subtracting fractions with
like and unlike denominators).

Table 17
Pre-and Post-Assessment Data for Focal Students at Johnson Elementary
Focal
Student
(FS)

Pre-Test
Score Out of
26

Performance Level

Post-Test
Score Out
of 26

Performance Level

Growth
Points

FS 1

5

Limited Progress

13

Progressing

8

FS 2

2

Limited Progress

12

Limited Progress

10

FS 3

5

Limited Progress

17

Progressing

12

FS 4

2

Limited Progress

17

Progressing

15

FS 5

4

Limited Progress

17

Progressing

13

FS 6

3

Limited Progress

22

Meets Standard

19

FS 7

0

Limited Progress

15

Progressing

15

FS 8

1

Limited Progress

22

Meets Standard

21

FS 9

0

Limited Progress

10

Limited Progress

10

FS 10

4

Limited Progress

17

Progressing

13

FS 11

4

Limited Progress

17

Progressing

13

FS 12

1

Limited Progress

17

Progressing

13

FS 13

3

Limited Progress

23

Meets Standard

20

Note. 18-26 points scored Meets Standard. 12-17 points scored is Progressing Toward Standard, and 0-11
points scored is considered Limited Progress Toward Standard.
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While the majority of the focal students are in the Progressing Toward Standard
performance level, they made an average of 14 points of growth. Eight of the 13 focal
students jumped one performance level, and 3 jumped two performance levels. While two
students were still in the Limited Progress Toward Standard category, they both made 10
points of growth. It is clear from the evidence presented in Table 16 that the focal
students in these cycles of inquiry benefitted from the direct, purposeful instruction of
their teachers. Based on the planning meeting observations at Johnson, it can be
concluded that using the strategies presented in Keeping Equity in Mind support teachers
in doing the following:
 Use data to identify learning target/standard,
 Design common lessons with an emphasis on engaging focal (and other)
students through the use of engaging teaching strategies (i.e., GLAD strategies,
hands-on activities, games designed to enrich learning, and focusing lessons on
topics of interest for focal students), and
 Design common assessments, and
 Talk about how to engage and motivate specific students.
Planning meeting observations at Sunset High School. Because the participants
at Sunset High School all teach different subject areas, they planned individually for their
first cycle of inquiry. The meeting took approximately 1 hour and 15 minutes, and the
participants and I met in the boardroom of Sunset High School. The purpose of the
meeting was to share ideas for planning engaging lessons for their focal students and to
walk them through the implementation of a cycle of inquiry focused on a specific
standard. They came to the meeting with the Determining Focal Students data form
completed and their focal students selected. In addition, they each came with a specific
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standard they planned to teach during their first cycle. While the participants began
working, I circulated around the room, again in the role of participant-as-observer
(Johnson & Christensen, 2008).
In preparation for supporting the planning of their first cycle, I copied the GLAD
Resource Manual for each of the participants. Both Ella and Vincent were open to
discussing new teaching practices, and openly engaged in discussing different strategies
with me. Because they were both starting a brand new unit of study, we discussed the
possibility of the two of them using the Observation Chart strategy to introduce the topic
of study for their first cycle of inquiry.
Teri: One strategy I really enjoy from this book [GLAD Resource Manual] is the
Observation Chart. It is designed to introduce a new topic of study.
Vincent: What is it?
Teri: You find pictures . . . preferably real photos . . . of the topic you are studying
. . . so,
Ella, what topic are you beginning to study?
Ella: Poverty.
Teri: Okay, so you would find photographs of poverty that would spark
discussion, interest, or whatever and you would put them each on a piece of chart
paper; hang them up around the room and have your students circulate around the
room in groups commenting on the pictures. You don’t give them any information
about what they are looking at. Your hope is to activate prior knowledge and get
them thinking without giving it to them.
Vincent: So what do they do when they are walking around the room?
Teri: Each group has a colored marker . . . different colors for each group . . . and
they are writing what they notice . . . you know . . . like I notice this about this or I
wonder why blank is happening . . . make sense?
Ella: Uh-huh
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Vincent: Yeah
Teri: Oh, I forgot . . . each group writes their noticings in their color. After a few
minutes, you tell the groups to rotate to the next chart. Their job is to read what
the groups before them wrote, and they can comment on that, or add something
new.
Vincent: That sounds pretty cool. I might give it a try. It seems like it might take a
long time to set up. What are you thinking Ella?
Ella: I think that would definitely get them thinking. Normally, I just say, okay,
today we are starting a unit on this topic and start talking . . . this seems to make
them think it through before they get all the information. I’m game. You’re right
though, it will take time.
Teri: The cool thing is, though, once you’ve printed the photographs for one topic,
you have them forever . . . you can use them next year and the year after, too. It’s
a lot of work up front, but you have it forever.
Together, Vincent and Ella began to Google search images that matched their topic of
study for their cycles of inquiry. They seemed genuinely engaged, and I heard comments
such as, “This is cool,” “Hey, check this out,” and “This one is really going to get them
thinking.” While Ella and Vincent began planning lessons incorporating new strategies to
engage their focal students, it seemed as though Seema was uninterested in collaborating.
She was going through the process of filling out the planning sheet, but she did not look
at the resource book, nor did she engage me in conversation. At one point, I sat down
next to her and asked if she needed any support. “No, I have this planned already. I have
been teaching this for 12 years, and I have it figured out.” When I asked her how she
planned to engage her focal students in her lessons, she reported, “I use graphic
organizers to engage my students,” and she ended the conversation. She was not rude; in
fact, she was polite—it was clear, however, that she was going to go about planning her
lessons alone (see Field Testing Issues and Challenges section for further discussion).
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While there were not several planning meetings to compare in order to determine
whether or not the participants’ planning was transformed at Sunset, it was clear
participants were engaging in activities they had not before (i.e., data analysis and
moving away from lecture style lessons).
It’s like suddenly I know that about that kid . . . and I didn’t really take the time to
slow down and look at that data before. Now that I know that about that kid, it’s
like, okay, I understand a little bit more about how they work or what they get out
of school . . . if they are plugged in or not plugged in. It explains their behaviors
or what have you, so that was really helpful. (Vincent, personal interview)
During his final interview, Vincent commented on his perception of how the
lesson he planned during his planning meeting went. From one cycle, he recognized the
importance of pushing himself to try new strategies rather than using strategies he is
“used to using.”
Awesome. It was awesome. The observation charts went really well. It’s that
thing of pushing myself to try new things and making me realize the things I need
to do better in my practice. So, in that regard, it was really awesome. It was so
. . . it was just fun for me to watch. I mean fun for me as an educator to watch
what they were doing and see how it went. That was really neat. (Vincent,
personal interview)
Even though I only attended one planning meeting at Sunset, it was clear two of
the three participants were engaged in learning new teaching strategies designed to
engage their students, and they seemed to have a renewed sense of purpose as they
planned those lessons. Their energy levels were high, and their enthusiasm was
noticeable. While I was not able to ask Ella about her experience implementing the
lessons she planned (refer to the Issues and Challenges section), I can only speculate that
if she taught the lessons with the same energy and enthusiasm with which she planned
them, her experience was likely positive.
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Final interviews and final survey. Following the completion of their cycles of
inquiry, I met with each participant individually in order to conduct a final interview (see
Appendix C for final interview protocol). The purpose of the final interview was to
revisit the primary and secondary research questions of this study in order to determine if
Keeping Equity in Mind was a useful handbook in building teacher efficacy in regard to
teaching their students of color. In addition to the final interview, I conducted a final
survey. Both the final interview and the final survey served as forums for the participants
to give feedback on what need to be added to or omitted from the handbook, which
would help guide the operational revisions in Step 7 of the R&D cycle.
This section discusses the data collected in both the final interviews and the final
survey, and how it relates to the research questions presented in this study. It addresses
the secondary research questions first, and ends with a discussion regarding the primary
research question: How useful is the handbook, keeping Equity in Mind: A Tool for
Teacher Leaders to Use While Planning Their Lessons in order to Sustain Equity Work,
in building teacher efficacy in regard to teaching their students of color.
All of the participants spoke to the value of focusing targeted instruction on focal
students as one of the main benefits of implementing Keeping Equity in Mind. They
reported feeling overwhelmed when having to “worry” about their entire class, and they
felt a sense of ease when they were “allowed” to just zoom in and focus on three to five
focal students. In addition to feeling a sense of ease, they felt more efficacious. One
participant reported, “I can do this. It doesn’t feel completely defeating,” in response to
focusing targeted instruction on three to five focal students. In addition, they reported

122
seeing higher levels of engagement from all the students in their class as a result of their
focused planning.
I think one of the main benefits is choosing who your students are going to be
because then you can be much more focused in designing your lessons and much
more aware of their um . . . success, so if you know who the kids are, and you
plan a lesson that you think they can be successful at, and then you do the
assessment and get the immediate feedback, you can then meet with them more
quickly. It’s just more focused teaching. That alone makes a huge difference.
They need . . . kids who are on the cusp of success or a little bit below that need
constant feedback. It feels manageable to do it for five kids and be really
consistent with five kids. It’s harder to do it when there are 30. So, if you can
narrow it down to really worrying about those five, then those other seven that are
also in that group creep in and you can manage it. At least that’s how I’m feeling.
(Audrey, personal interview)
Vincent also reported feeling a sense of ease and a higher sense of efficacy when
focusing on a small “pocket of students.”
What . . . I guess what I feel like really helped me was . . . I get lost sometimes
trying to figure out how to craft my lessons and saying, okay, these are some
students who are on the bubble . . . like focus on these kids because the high fliers
are going to get it and roll with it, and it may help some of those other lower kids
that are struggling, too. So just saying, okay, here is a small pocket of kids . . .
learn about these kids and help them out . . . I feel like that really helped me at
least in this process to be like okay, what do I need to do differently . . . just
thinking about those kids and addressing their needs. That was awesome. That
was really helpful and really kind of put things in perspective. You know instead
of trying to say, hey, I need to hit this one girl who has never passed a class in her
life and this one girl who is you know a 110% . . . you know . . . how do I
challenge both? So that can stretch you thin. So trying to say, okay, let’s look at
these middle kids . . . let’s look at the bubble kids and really focus on what their
needs are. That really helped me kinda do the process but also reevaluate how to
build things in the future. (Vincent, personal interview)
Kate mirrored a similar sentiment:
I guess, too…I was thinking how when you are focused on a smaller group of
kids, you are more focused on their body language, and of course you are always
checking everyone and looking to see who seems like they are zoning out and
who is paying attention, but just kind of watching and noticing when Mateo was
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more engaged, and asking questions and excited . . . and not just Mateo out of 30
[kids], but Mateo out of 5. (Kate, personal interview)
Seema reported also feeling as though focusing on fewer students made the obstacle of
reaching the students who were not meeting standard more attainable.
I think . . . um . . . I feel like a lot of times when you are faced with a lot of data, it
can be really difficult to think about how you are going to change anything, and
when you are focusing on a small number of students, that really gives you the
opportunity to do something with that small number. Just intentionally picking a
certain group of students to focus on was really beneficial because in a class size
of 36, people can really get lost. Picking a few students isn’t as overwhelming as
saying you are going to do this for every one of your students in every one of your
classes. (Seema, personal interview)
Similarly, Jessa stated:
It’s nice to just have a few kids to focus on. I mean, it’s not that you aren’t
helping your whole class, but it’s nice to zoom in on a few kids . . . I liked doing
that because then it does help you get to know them better as a learner. (Jessa,
personal interview)
I can conclude that, because the participants in this study reported feeling a sense
of ease when given the opportunity to focus their instructional goals on the specific needs
of three to five focal students, the use of the focal student strategy presented in the
handbook supports teacher leaders in taking the first steps to address equity in their
classrooms. Prior to using this strategy, participants mentioned feeling as though they
were overwhelmed with meeting the needs of all of their students, so they continued to
teach in the manner with which they had been teaching prior to participating in equity
training. However, upon selecting three to five focal students, participants felt as though
they could do something to begin to close the achievement gap in their classrooms. I
believe, as a result of selecting focal students, participants finally felt as though teaching
equitably was manageable. It was no longer a mystery—they had a plan.
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A third, unexpected, theme regarding focal students arose. Several participants
reported that those students who had been “invisible” in their classrooms were finally
“seen” as a result of focal group membership. Participants no longer allowed themselves
to permit students to go unnoticed or to become invisible. Because the process of
selecting focal students required the participants to be aware of what was happening with
their focal students, they were obligated to pull those invisible students into the spotlight.
Vincent reported, “Just being mindful of making a connection with these students has
really helped. I feel like before, they would very successfully hide in plain sight, and that
wasn’t happening anymore.” Jessa, Seema, and Kate all described similar experiences.
It was just nice to focus on a few kids who may not always be focused on,
because they are good little girls . . . they blend in. They follow the directions.
They try their hardest, and I have to spend all of my energy on those turkeys over
there . . . you know what I mean . . . so, it was really nice to force myself to say,
no . . . she’s my focus . . . I’m going to make sure I get to her every day to help
her, so it was nice to have that target that I’m going to really work on those kids
and not let them slip through the cracks because they are good and quiet . . .
because it is so easy to overlook them. (Jessa, personal interview)
I feel like for some of my focal students who are maybe more quiet or less vocal, I
was able to get to know them a little bit better and create some relationships with
them. Some of them didn’t have that problem of being quiet, and I got to know
them better as well. There was one young man who just really is very well
behaved, and he never draws attention to himself, and it just really gave me an
opportunity to get to know him a little bit more. (Seema, personal interview)
I think there is something about when the students know you are going to
continue to call on them, and you are not going to let them be invisible anymore
. . . and that also that when they don’t do well that you are going to come back
and say, okay . . . let’s go over this and let me explain this again. I think that is
important. You know . . . knowing that they won’t be let off the hook. (Kate,
personal interview)
I did not anticipate focal students who had been considered invisible by their
teachers prior to implementing Keeping Equity in Mind would suddenly become visible.
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As this theme continued to emerge in the final interview data, I concluded that, as a result
of implementing the strategy of identifying focal students, participants no longer allowed
themselves to overlook students who were quiet and compliant. They were forced to see
the students who had “hid[den] in plain sight,” which resulted in participants realizing
they needed to hold all their students accountable—especially those students who were
traditionally overlooked.
Another finding, specific to the participants teaching at the secondary level, was
focal students began to advocate for themselves through making an extra effort to work
with their teachers on their own time. Both Vincent and Seema reported some of their
focal students initiated conversations with them advocating for themselves as a result of
the [participants’ perceived] relationship they were building with them.
Making that emphasis on the personal connection with the students I was
targeting has really already shown dividends, because last night, two of the three
students I was focusing on were in my office late working on things with me, so I
don’t know . . . I don’t know exactly how that happened . . . maybe it was just
focusing on their interests and having that extra little layer of awareness, but that
much at least is showing something. They came by for help. They were like, hey,
I need . . . I’m doing this . . . I don’t understand this . . . um, can we do this,
please. [They had] never advocated for themselves. Never asked for help. They
would ask for help in class, but not outside of class like hey, let’s sit down . . . and
it was actually really cool. They were like, all right, let’s go home and leave, and I
said, you know you girls have been here for 45 minutes, and they were like, 45
minutes? It didn’t seem that long. It just seemed like a little bit of time. I was like,
oh, well . . . cool. It was nice. It was really, really nice. It was definitely one of
those moments when I was like, okay, this is why I do this. (Vincent, personal
interview)
Similarly, Seema reported:
I made a point of working with this student and then he made a real point of
working with me, so I think that um . . . when he could see I was focused on him
that made him want to focus more on the class as well. (Seema, personal
interview)
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Through implementing the strategy of selecting focal students, participants were
surprised to see several of their focal students begin to advocate for themselves
academically. Prior to implementing the handbook, participants reported their focal
students did not ask for help, nor did they stay after school for extra support. Participants
perceived the cause for this shift in focal student behavior was a result of the effort they
had invested in getting to know their focal students. While this was an unexpected
finding, I find it quite interesting that this phenomenon occurred only at the secondary
level. I am curious if, with continued focus on particular students, focal students at the
primary level would begin to advocate for themselves as well.
In addition to the secondary students beginning to advocate for themselves,
participants at both the primary and secondary level described feeling as though building
relationships with their focal students was causing several of their focal students to begin
to identify themselves as more serious students. Participants reported seeing a “shift in
[their] focal students’ attitudes” as the cycles progressed. Audrey described how a shift
occurred in one of her students, Jesus, from being the classroom’s class clown to a more
serious student.
Jesus is way more motivated. He has become a self-manager [a title given to
students who have proven they are responsible], because he is getting his
homework in because he is finally understanding math. So, he is able to do it at
home and bring it in. He is seeing himself much more as a student and much more
less as a goof-off. I think it’s because he is getting lots of positive attention for
working hard. I don’t only give him lots of positive attention for getting the
answer right, but I’m like, oh my gosh, you are working so hard at that . . . look at
your understanding. (Audrey, personal interview)
Kate reported feeling as though one of her focal students, Martin, had begun to
show a level of trust with her he had not previously displayed. Kate mentioned the
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process of focusing on him had allowed her to understand more about “what made him
tick” and realize his anxiety regarding his identity as a student.
I think Martin has a better sense that I really care as opposed to I want him to fit
inside the box. Because I talk with him a lot . . . he does not fit inside the box and
he does not . . . he cannot pay attention. Even when he is compliant and he sits
and he listens, he is not paying attention. But he knows . . . I think he feels safer
knowing that I want to help him work on that as opposed to me getting him to sit
on the carpet, put his eyes in this direction, do this with your assignment. I think
he gets that he’s not going to be able to do it that way, and we are going to have to
figure out a way for him to learn where he isn’t the same as everyone else. He is a
lot less anxious because he is not constantly trying to figure out what my rules are
and feel like he didn’t do them successfully. (Kate, personal interview)
Vincent also discussed a shift in attitude for the focal students who began to
advocate for themselves. He believed those particular focal students were beginning to
trust him more with their “academic lives,” which was fostering a relationship that was
not only helpful to the focal students, but was beneficial to Vincent as well.
It’s so much better now. I mean, I always felt like I had good relationships with
my students, but now I feel like it’s really going both ways, and I feel like they
can trust me with their academic lives and talk openly about how they do things.
Because even when they were here, we were talking about how they take notes . .
. all those little things that help you understand where they’re coming from and
what they’re seeing. So, I think it helped both of us . . . you know . . . both parties
a whole lot just being able to have that kind of conversation. I’m going to take
their feedback into account. I’m going to change things. Um, you know some of
the things they said they didn’t like, I’m like, okay . . . I can definitely tweak my
class to accommodate that, and some of the things that worked for them I can
incorporate that more. (Vincent, personal interview)
As a result of participants making the effort to talk to and engage their focal
students, through the use of relationship building strategies presented in Keeping Equity
in Mind, participants perceived their focal students began to see themselves differently as
students.

128
Another theme that emerged from the data was that of time, or lack of it. When
asked how realistic the process of planning and implementing a cycle of inquiry is, nearly
all the participants mentioned time as a factor in seeing results. Vincent reported feeling
participating in one cycle of inquiry was not long enough. He anticipated he would not
see immediate gains academically, but would likely have an increase in student
engagement and buy-in due to his taking the time to focus on building relationships.
When I get their results, I’m thinking, “Okay, what am I going to hope for?” I
hope that it [their assessment data] is better than the last one. And then, I’m
looking at it and it’s just . . . well, yeah . . . it’s been one cycle—a couple of
lessons and a couple of check-ins. Am I really going to see this dramatic change
in this student, and I don’t think I’m going to see anything [academic growth]
immediately, but I am seeing a lot more just personal buy-in to my class and to
me. And they [focal students] are willing to—wanting to—have a better
relationship with me, because I’m being more mindful of building that
relationship and being more mindful of what they need and what they want from
school and trying to accommodate them as best I can. I think the academic piece
will take a bit longer. Maybe four or five cycles to actually see results. (Vincent,
personal interview)
The concept of time came up when Audrey was talking about the in-depth
planning her team did during their first cycle of inquiry, and how she was not sure how
one could do such in-depth planning in all subject areas.
You don’t realize how important focused, in-depth planning is. When you do it,
you realize how important and how much better it is, and how much better of a
teacher you are, if you can spend the time to focus on really focused planning. It’s
just so time consuming for every subject. (Audrey, personal interview)
Similarly, during Sunset High School’s planning meeting, Ella stated, “Trying all these
new strategies takes time . . . first for locating materials, and second for figuring out how
you are going to deliver the information. It isn’t necessarily a bad thing . . . it’s just
something to consider.”
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On the contrary, Kate did not feel the time it took to plan the in-depth lesson
associated with a cycle of inquiry as a hindrance. Instead, she commented on the time it
took to ensure one is being mindful of engaging focal students. “The hardest thing is
stopping and being mindful of engaging the focal students. It’s not that it takes more
time, but it just takes you finding the time in the day to fit it in.”
While time was certainly a challenge addressed by the participants in
implementing the strategies in Keeping Equity in Mind, Audrey expressed the value of
building relationships with and focusing on focal students as a valuable practice, because
her efforts carried over into all subject areas. Her cycle of inquiry was focused
specifically on mathematics, but she noticed differences in some of her focal students
across subject areas. She reported having realized that taking the time to get to know her
focal students, Jesus in particular, allowed her focal students to feel more connected to
their learning throughout the school day, not just during her instruction of math.
In this cycle, yeah, we focused on math, but we were focused on getting to know
those kids and building relationships with them. So, that’s all subjects. Even if
I’m getting to know Jesus, so I can better teach him math, he is sharing during
reading, writing, and social studies in a way he hasn’t before, so that’s got to get
him more engaged. If he feels safer because he has a better relationship with me,
then that is going to cover all these other subjects, too. Yeah, it was about math,
but really, it was about getting to know them. (Audrey, personal interview)
I believe this finding speaks to the value of implementing the practices presented
in Keeping Equity in Mind. Educational leaders are constantly juggling time (or lack
thereof) in order to meet the academic needs of their students while maintaining a
rigorous pace in order to meet the academic goals set forth by grade level standards. The
notion that the strategies presented in Keeping Equity in Mind may facilitate increased
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engagement and buy-in for focal students across content areas is encouraging. This
finding suggests the time taken to get to know focal students and plan cycles of inquiry
with them in mind is not limited to the subject area in which the cycle of inquiry is
focused. Rather, the time dedicated to that particular subject area carries over into other
subject areas, thus making the time investment worthwhile.
The participants in this study were given multiple opportunities to share their
opinions regarding the usefulness of Keeping Equity in Mind. Through participation in
interviews and completion of surveys, the participants shared the aspects of the handbook
which they found most valuable as well as those they felt were not as useful to the
process. In addition to gathering perception data regarding the product through interviews
and surveys, I also observed the participants as they interacted with the tool, which
allowed me to understand how they felt as they were in the process of implementing the
strategies described in Keeping Equity in Mind.
One theme that was frequently discussed by the participants was the value of the
emphasis on collecting and analyzing data while participating in a cycle of inquiry.
It’s those simple things. Like, I know I should be pulling data on my students and
seeing what their test scores are and seeing . . . you know, before I even walk into
the classroom . . . where they’re at, but I don’t do that. That’s a very simple thing
that it’s like, no duh, I should be doing that . . . um . . . so that was really cool to
visualize and to see where my kids are . . . it’s like one of those things you know,
but sometimes you know, but you don’t do it enough, so this forced me to do it,
and I see the power of it. I’m like, okay, got it. I get it. (Vincent, personal
interview)
In addition, Audrey discussed the value of participating in a cycle of inquiry and
using the data collected to drive instruction as a possible vehicle to begin to close the
achievement gap in her classroom.

131
The whole point of it [the cycle of inquiry] is to focus in on the kids who have an
achievement gap. Focus their instruction, collect the data, change your instruction,
and collect more data . . . I mean that’s the whole point of it, so if you are
consistent with it, and you are planning meaningful lessons and providing the
right interventions for those kids, and really assessing them . . . and doing
something about the assessment rather than just writing it in your gradebook . . .
yeah, I can’t imagine what else you could do to change the achievement gap.
(Audrey, personal interview)
As a result of the process, several of the participants reported feeling as though
they would continue to use the strategies they learned through participating in this study,
because it made their teaching better. Audrey commented on feeling changed by the
process of specifically selecting focal students and how she planned to continue this
practice even after the study had concluded.
I think when you go through a process like this, you don’t ever . . . you’re
changed. You’re not going to ever start the year again without asking, ‘who are
the kids I really need to focus on? Who are the kids that I need to get to know
better, so I can better teach them?’ Whether they are already successful and need
to be pushed up to the next level, or they are the ones who are on the cusp of
falling below, and they need to have me put a lot of extra work into them, because
I think once you’ve had an experience like this, you replicate it . . . even if it’s not
in the most formal way. (Audrey, personal interview)
Similarly, Vincent discussed the ease with which the processes presented in
Keeping Equity in Mind would support his work in being “an agent of social change” in
his classroom. Through participating in equity training, he got the “big picture,” but
through implementing Keeping Equity in Mind, he got the “nitty-gritty” on how to
implement equity work into his daily routine.
It’s good work. We went through this equity training and that was, for me, really
powerful. Seeing how that translates to my kids—I want to be doing stuff like this
[processes learned in Keeping Equity in Mind] a lot more than a lot of the stuff
I’m doing. This stuff is really cool, and I would like it to be a greater focus on
what we do as educators and how we view education and our jobs. We are agents
of social change. We are here to help all of these communities that have
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disenfranchised over the years. So, something like this [Keeping Equity in Mind]
is so easy. Look at these kids, talk to them, what do they need . . . it’s almost a no
brainer. It’s that easy. (Vincent, personal interview)
Kate commented on how, through participation in this study, she felt her team had
done better planning then they had done previously. She reported, “I hope we can
maintain this level of planning, because it just feels so much better.”
Just the team planning I think is so important. I think it makes you a better teacher
. . . When you are making decision[s] as a team, I think it’s just the potential for
success is so much higher than when you are just making the judgments yourself.
(Kate, personal interview)
In addition to improved planning, Kate reported feeling as though focusing on one
specific standard for their cycle of inquiry as a “very appealing” process for planning
lessons, which she planned to continue.
It’s small and simple, and that makes it so much easier, because the cycle is so
tidy. Even that you just can look at one standard and say, “This is the one thing
we are going to look at.” And see how they do. That makes it really appealing . . .
It’s pretty simple, and like I said, it is realistic. It’s not cumbersome. It’s not like
you are having to collect extra data. You can use the data you are already using.
You just pull your subject area and look at it. It’s realistic. (Kate, personal
interview)
In order to answer the primary research question, How useful is the handbook,
Keeping Equity in Mind: A Tool for Teacher Leaders to Use While Planning Their
Lessons in Order to Sustain Equity Work, in building teacher efficacy in regard to
teaching students of color, I analyzed the initial and final interview data to determine if
there had been a shift in the participants’ perceived self-efficacy in regard to teaching
students of color. Table 18 highlights the findings.
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Table 18
Teacher Perceived Self-Efficacy in Teaching Their Students of Color Prior To and After
Implementing Keeping Equity in Mind
Perceived Efficacy Prior to Implementing
Keeping Equity in Mind

Perceived Efficacy After Implementing
Keeping Equity in Mind

Kate

“I feel okay teaching diverse populations,
but I am aware I could be better prepared .
. . you know . . . we need more strategies.”

“It’s small and simple and that makes it
so much easier because the cycle is so
tidy. Even that you can just look at one
standard and say this is the one thing we
are going to look at and see how they do
. . . that makes it really appealing. . . . for
a school that wanted to make a difference
with their students of color, I think this
process could make a huge difference. I
feel like it is something we can actually
put into action.”

Audrey

“I don’t know. I guess I feel okay, but I
wish I had more resources . . . Like what
can I do in my classroom to start teaching
more equitably?”

“The whole point [of this process] was to
focus on the kids who have an academic
gap, focus their instruction, collect data,
change your instruction, collect more data
. . . I mean that’s the whole point of it, so
if you are consistent with it, and you are
planning meaningful lessons and
providing the right interventions for those
kids and really assessing them and doing
something about the assessment rather
than just writing it in your grade book . . .
yeah, I can’t imagine what else you could
do to change the achievement gap. This is
manageable.”

Jessa

“I do not feel comfortable teaching diverse
groups of students. I have had some
training teaching students who speak other
languages, so I feel more confident
teaching those students; however, I have
not received training for specific strategies
for working with students of color, and I
feel I need more strategies for working
with students of poverty as well. I need to
know how to integrate equity work with all
of the other work that goes on in a
classroom in terms of varying abilities.”

“Well, I think that it is satisfying to see
the test results and to see all the time I’ve
been spending with these kids is paying
off, so it makes me feel more confident
and it makes me feel better that there are
strategies you can do to actually help
these kids and they are actually good for
all kids, so why not! So, yeah, I definitely
feel more confident.”

Participant
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Table 18 (continued)
Perceived Efficacy Prior to Implementing
Keeping Equity in Mind

Perceived Efficacy After Implementing
Keeping Equity in Mind

Vincent

“One of the things I really left [equity
training] with was like, okay, I understand
I have these biases that are informing
everything I do, but I don’t know what
they are exactly . . . I don’t know how to
. . . I know that it’s happening, but I don’t
know how it is manifesting itself in my
teaching. I don’t know how to teach
differently.”

“This is exactly what I needed! I just
want tools, and I want ways to view
things, and I want to get as much
information as possible. Anything that
makes my life easier, I love . . . and this
[holding up Keeping Equity in Mind] is
what I want to do. I don’t know it just
makes sense to me. I love it. I have a
plan.”

Seema

“I feel confident about teaching diverse
populations, but I also know that I will
make mistakes. Creating a culture where
even the teacher can learn and grow is
key.”

“Some of the strategies were useful. I
don’t know if I feel more confident now
than I did at the beginning, but I will
definitely continue to use some of the
strategies.”

Ella

“I don’t feel confident as a teacher of
students of color—period. I feel pretty
sheltered here at Sunset High School. I
would be scared shitless (pardon the
phrase, I couldn’t think of a better way to
describe it) to teach in a school with more
racial diversity.”

No longer participating in study.

Participant

Teacher efficacy was affected at different levels for the participants in this study.
Some participants, like Vincent, went from reporting, “I don’t know how to teach
differently” to “This [Keeping Equity in Mind] is what I want to do . . . I have a plan.”
Similarly, Jessa’s self-efficacy increased as a result of implementing Keeping Equity in
Mind. She initially reported, “I do not feel confident at all teaching diverse groups of
students.” Following her participation in this study, she reported,
Well, I think that it is satisfying to see the test results and to see all the time I’ve
been spending with these kids is paying off, so it makes me feel more confident
and it makes me feel better that there are strategies you can do to actually help
these kids and they are actually good for all kids, so why not! So, yeah, I
definitely feel more confident. (Jessa, personal interview)
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While Jessa and Vincent directly stated they felt more efficacious about teaching their
students of color, Audrey and Kate reported having a plan that felt manageable.
The whole point [of this process] was to focus on the kids who have an academic
gap, focus their instruction, collect data, change your instruction, collect more
data . . . I mean that’s the whole point of it, so if you are consistent with it, and
you are planning meaningful lessons and providing the right interventions for
those kids and really assessing them and doing something about the assessment
rather than just writing it in your grade book . . . yeah, I can’t imagine what else
you could do to change the achievement gap. This is manageable. (Audrey,
personal interview)
Similarly, Kate stated that, through using Keeping Equity in Mind, she felt she
“[had] a plan”; something that was missing from her practice prior to participation in this
study. While Kate and Audrey did not specifically state they had an increase in
confidence as a result of participating in this study, we can infer that transitioning from
sentiments such as, “What can I do in my classroom to start teaching more equitably” to
comments such as, “I can’t imagine what else you could do to change the achievement
gap. This is manageable,” shows that, while Audrey did not directly state she felt more
confident, because she had a manageable plan, we can infer she does. While Jessa,
Vincent, Audrey and Kate all reported have increased levels of self-efficacy, Seema was
not confident her confidence had increased as a result of this study, “I don’t know if I feel
more confident now than I did at the beginning, but I will definitely continue to use some
of the strategies.” Seema did not share the same sentiment as the other participants, but
she valued the strategies she learned in the process.
As a result of analyzing the data collected during the final interviews, I believe
Keeping Equity in Mind is a valuable tool for educational leaders attempting to close the
achievement gap for students of color. Participants reported feeling as though they had a
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plan for teaching more equitably and that, as a result of using the strategies presented in
the handbook, they felt as though their focal students had become more actively engaged
in lessons across content areas. In addition, they reported students who had traditionally
been disengaged were no longer invisible, and participants at the secondary level reported
their focal students began to advocate for themselves academically. The value of using
this tool was corroborated in the data collected in the final survey.
Survey of the handbook. The final survey (Appendix E) of the handbook,
administered at the conclusion of the study, provided summative feedback on the
perceived usefulness of the handbook, and was compiled of four major sections:
 Usefulness of each section of the handbook,
 Most Useful and/or least useful aspects of each section of the handbook,
 What should be added to or omitted from each section of the handbook, and
 The likelihood of participants to continue using strategies presented in the
handbook
Participants were asked to rate the usefulness of each section as least useful, not useful,
useful, or most useful to them as they continue equity work. As stated previously in this
chapter, usefulness is defined as practical information for teacher leaders attempting to
continue equity work in their classrooms once formal equity training has ended. In
addition, participants were asked if the content was fully developed with necessary
details and examples. Participants were also asked to answer open-ended questions
regarding their perception of the most and least useful aspects of each section. Table 19
summarizes the data collected from the final survey.
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Table 19
Summary of Data Collection from Final Survey

Survey Question

Perceived
Usefulness of
Section

Most/Least Useful Aspects of
Section

Possible Additions and/or
Deletions to Section

How useful is
the Author’s
Note section?

80% Useful
20% Most
Useful

“This section sets up the perimeters
[parameters] of the study. It briefly
addresses other concerns of equity,
but moves past them to focus on
racial equity. Without this section,
an educator would be left
wondering, ‘Why choose students
based upon racial ethnicity?’”
“It was a good lead in to why we do
this work, and I liked that you
included struggles of all students,
not focusing on one of the many
ways our students identify
themselves.”

NA

How useful is
the About the
Author section?

80% Useful
20% Most
Useful

“I think I found your story more
engaging when we met and talked,
but the detail here was nice. My
favorite line was at the end of the
sixth paragraph where you shift the
focus of education to providing
access to all students.”
“Much like teaching and using
learning targets, this section helped
me understand what the purpose of
the handbook was and helped me
see how it could be a helpful
resource in planning.”

NA

How useful is
the Why Does
Equity Work
Matter section?

60% Useful
40% Most
Useful

“I'm already trying to keep equity at
the forefront of my teaching, so this
helped reaffirm what I was doing
and why.”
“I felt like the research quoted gave
the project purpose and created buyin for the user (me).”

“Data specific to the
region in which the
handbook is being
distributed would be a
great addition. For
example, there could be a
specific paragraph
(different for each
edition) for each state in
which the handbook
would be used. With
nationwide data, I think
educators still feel they
can pass the buck.”
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Table 19 (continued)

Survey Question

Perceived
Usefulness of
Section

Most/Least Useful Aspects of
Section

Possible Additions and/or
Deletions to Section

How useful is
the How Does a
Cycle of Inquiry
Support My
Work with
Common Core
Student Learning
and Growth
Goals section?

60% Useful
40% Most
Useful

“This section clearly laid out how
this work can relate to student
growth goals.”
“This is exactly what I’m looking
for as this was the exact type of
evaluation I was going through at
the same time. I wish I had read the
handbook first, as it made more
sense than the district goal system.”

NA

How useful is
the
Congratulations
section?

20% Not Useful
60% Useful
20% Most
Useful

“The Cycle Process section was
clear, but honestly, I skimmed the
rest.”
“The specific description of the
cycle was particularly useful, as a
preview of what is to come.”
“I specifically appreciated the
numbered list of the process. I like
to know the big picture of what is
entailed in the overall process, and
this was clear, concise and felt very
doable.”

“Cut?”

How useful is
the How Do We
Determine Focal
Students section?

60% Useful
40% Most
Useful

“Very intuitive, visually
impressive—it was the heart of the
guidebook in my opinion.”

NA

How useful is
the Ripple Effect
section?

20% Not Useful
40% Useful
20% Most
Useful

“This put me at ease right away. I
liked the visual of the ripple, and I
like being reassured that going
through this process would help
ALL my students.”

NA

How useful was
the Achievement
Zones section?

40% Useful
60% Most
Useful

“This clearly laid out the zones, and
I especially like the visual on page
16.”
“I like the visual of the red, yellow,
green zones.”
“Easy to follow and intuitive.”

“Any way to connect to
growth goals?”
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Table 19 (continued)

Survey Question

Perceived
Usefulness of
Section

Most/Least Useful Aspects of
Section

Possible Additions and/or
Deletions to Section

How useful was
the Focal
Students section?

80% Useful
20% Most
Useful

“The example on page 18 was
especially helpful.”

“The form could be
altered for classroom
assessments when state
assessment data is not
available.”
“Maybe offer a couple of
different examples.”

How useful was
the Building
Strong
Relationships
section?

100% Useful

“I like the concrete examples that
teachers can use right away.”
“I like the resource from Aurora
Public Schools. I am planning to try
out some of those strategies.”
“I feel like this is a personal
strength of mine but it is incredibly
important.”

“Have teachers look at
kids outside of the
classroom. Have lunch
with them, take them out
for an extra recess, let
them stay in at recess and
chat about non-academic
things.”
“Hang out with kids at
recess as a method of
connecting. Eating lunch
with a child can also have
a positive effect. A busy
teacher might wince at
giving up some free time
(or work time) to meet
with a child for a
lengthier time, but it is a
worthwhile investment.”

How useful is
the Equity
Versus Equality
section?

80% Useful
20% Most
Useful

“This section clearly outlines the
differences between equity and
equality.”
“A good reminder.”

NA

How useful was
the Equitable
Teaching
Strategies
section?

20% Not Useful
40% Useful
40% Most
Useful

“Seems like things I’ve learned
before. I see the importance in
general, but I didn’t really need it.”
“I think these could be valuable
resources for staff development as
well as for individuals.”
“I had to try one of the links several
times. It is hard to type in the links
in general. Regarding equity sticks:
Pretty sneaky writing a student’s
name on more than one stick. I will
have to remember that.”

“What bout appointment
Clocks? It allows students
choice in partnerships, but
does not allow them to
return to one child over
and over again.”
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Table 19 (continued)

Survey Question

Perceived
Usefulness of
Section

Most/Least Useful Aspects of
Section

Possible Additions and/or
Deletions to Section

How useful is
the What is a
Cycle of Inquiry
section?

100% Useful

“Very intuitive.”

“I would like more visuals
or forms.”

How useful is
the Getting To
Know You
survey?

20% Least
Useful
40% Not Useful
40% Useful

“I’ve seen things like this before.”
“I wouldn’t use it.”

“Cut?”

How useful is
the Getting to
Know Your
Student survey?

20% Least
Useful
60% Not Useful
20% Useful

NA

“Cut?”

All of the participants found the Author’s Note and About the Author sections in
the handbook useful or most useful. One participant reported, “Much like teaching and
using learning targets, this section helped me understand what the purpose of the
handbook was and helped me see how it could be a helpful resource in planning.” In both
the Why Does Equity Work Matter and How Does a Cycle of Inquiry Support My Work
with Common Core Student Growth and Learning Goals sections, 60% of the participants
found the sections useful, and 40% of the participants found the sections most useful. In
regard to the section of the handbook addressing the common core, one participant stated,
“This is exactly what I’m looking for as this was the exact type of evaluation I was going
through at the same time. I wish I had read the handbook first, as it made more sense than
the district goal system.”
Interestingly, 60% of the participants found the Congratulations section useful,
while 20% found it most useful and 20% found it not useful. It was data such as this that
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really caused me pause. I had one participant who clearly valued the inclusion of this
section, rating it most useful, and another who questioned whether or not the section
should be cut all together from the handbook. Ultimately, I decided to look at the data as
a whole: 80% of the participants ranked it as useful or most useful, and only 20% had
ranked it as not useful; therefore, I decided not to cut the section, but rather, to keep it in
its original form.
In terms of the How Do We Determine Focal Students section, 40% of the
participants found it most useful and 60% found this section to be useful; therefore, the
section remained in the handbook. Similarly, the section on achievement zones received
40% useful responses and 60% most useful responses; however, one participant asked, is
there “any way to connect to growth goals?” The data I collected in the planning meeting
observations and through interviews supported the suggestion of revising this section to
better mirror the common core student learning and growth goals. See Step 7:
Operational product revisions for a more in-depth discussion of the revisions made to this
section.
In regard to the section that introduced the concept of the ripple effect, 40% of the
participants found this discussion useful, 20% found it most useful, and 20% found it not
useful. One participant stated, “This put me at ease right away. I liked the visual of the
ripple, and I like being reassured that going through this process would help ALL my
students.” All of the participants found the section of building relationships with their
students useful, and two participants shared similar suggestions for additional strategies I
might include in the handbook. One participant suggested, “Have teachers look at kids

142
outside of the classroom. Have lunch with them; take them out for extra recess, let them
stay in at recess and chat about non-academic things.” Another participant suggested,
Hang out with kids at recess as a method of connecting. Eating lunch with a child
can also have a positive effect. A busy teacher might wince at giving up some free
time (or work time) to meet with a child for a lengthier time, but it is as
worthwhile investment.
Therefore, I decided to add the strategies of having lunch with or “just hanging out” with
students at recess to the section on building strong relationships with students.
Eighty percent of the participants found the section on equitable teaching
practices useful or most useful, while 20% found it not useful. One participant reported
having trouble logging on to one of the websites suggested in the further resources
section due to the long web address of the webpage. Because of this participant’s struggle
to log on to the site I suggested, I determined a possible implication for future
development of the product would be to develop a website dedicated to the handbook, so
readers could log on to the webpage and access links directly, rather than having to type
in long URL addresses.
The majority of the participants found the Getting to Know You survey and the
Getting to Know Your Student survey least useful or not useful (20% least useful; 40%
not useful for the student survey and 20% least useful and 60% not useful for the parent
survey). Participants reported, “I’ve seen stuff like this before,” and, “I wouldn’t use it,”
in regard to the Getting to Know You surveys. As a result of this data, I determined it
made sense to delete both surveys from the handbook.
In addition to asking questions regarding the usefulness of particular sections of
the handbook, the final survey asked participants which, if any, of the strategies used
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during their cycles of inquiry they planned to use in the future. Participants were given
the option of answering, Definitely Not, No, Yes, or Definitely Will to questions
regarding particular aspects of the implementation of Keeping Equity in Mind. Table 20
summarizes their responses.

Table 20
Participants’ Likelihood to Continue Using Strategies Used in Keeping Equity in Mind
Survey Question

Participants’ Responses

I will continue to use a cycle of inquiry model to
plan my lessons.

40% Yes; 60% Definitely Yes

I will continue to focus my lessons to meet the
needs of my focal students.

20% Yes; 80% Definitely Yes

I will continue to use strategies from this
handbook to build strong relationships with my
students.

40% Yes; 60% Definitely Yes

I will continue to use the equitable teaching
strategies I used in this process.

20% Yes; 80% Definitely Yes

How useful a tool is Keeping Equity in Mind for
teachers dedicated to teaching equitably?

60% Useful; 40% Most Useful

The data represented in Table 20 shows the participants’ likelihood to continue
using strategies they used while implementing the handbook. Clearly, the participants
learned strategies that they found valuable during this process, because 100% of the
participants had plans to continue using a cycle of inquiry model focused on focal
students while planning their lessons. In addition, 60% of the participants found the
handbook useful, and 40% of the participants found the handbook most useful for
teachers dedicated to teaching equitably. While I understand Keeping Equity in Mind is
not the only solution to closing the achievement gap, it is clear from the participants’
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plans to continue using the strategies presented in the handbook that it is one solution
educators can use as they begin equity work in their classrooms.
Summary of data collection. The data in this study was collected in order to
answer the primary and secondary research questions presented earlier in this chapter.
Both summative and formative data were collected in order to guide the operational
revisions of the handbook and to determine the efficacy of the product. This section
attempts to answer the research questions guiding this study. It begins with a discussion
of the secondary questions and concludes with a discussion of the primary research
questions.
How useful is Keeping Equity in Mind in supporting educators in explicitly
thinking of their students of color as they plan their weekly lessons? Based on the data
collected in this study, it can be concluded that Keeping Equity in Mind supports
educators in explicitly thinking of their students of color as they plan their weekly
lessons. Recall the planning that happened in Johnson Elementary’s Cycle 1 Planning
Meeting. The participants explicitly thought of their focal students as they planned the
pictorial input lesson. They replaced the names of teachers with the names of focal
students in the story associated with the pictorial input. While this may seem a small
gesture, it is my assumption the focal students have not had this type of
acknowledgement often in their educational histories. It is also important to note that the
participants at Johnson not only discussed specific strategies to address their focal
students, but they discussed how to better meet the needs of their English language
learners and their TAG students as well.
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In addition, recall Vincent’s statement regarding his plans to adjust his lesson
planning after having met after school with two of his focal students, “I’m like, okay, I
can definitely tweak my class to accommodate that [activities his focal students felt did
not work for them] and some of the things that worked for them, I can incorporate that
more.” Similarly, Audrey reported having included more hands-on activities in her math
instruction to specifically engage two of her “busy” focal students. “If we do Build,
Sketch, Record, it will keep them busy [on the mathematical content] and engaged; rather
than me just modeling it up front [direct instruction].” In addition, the amount of time
focused on building relationships with the focal students supported the participants in
designing lessons that would support the students’ engagement and learning.
How useful is Keeping Equity in Mind in helping educators build stronger
relationships with their students of color? Based on the data collected, I have concluded
this is one of the handbook’s strengths. All of the participants reported feeling as though
the time they spent building relationships with their students was a benefit of having
participated in this study, and they believed they would reap further benefits as a result of
their efforts as the school year progressed. Recall the secondary participants’ surprise
when their focal students began to advocate for themselves and began to make an effort
to initiate conversations with their teachers. I can deduce that, had the participants not
made an extra effort to get to know their focal students, the participants likely would not
have seen this shift in academic behavior from their students.
Furthermore, Audrey reported having learned “so much about Jesus that [she]
didn’t know” prior to the implementation of Keeping Equity in Mind. Because she
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learned about his extended family through casual interview techniques presented in the
handbook, she was able to
tease him about his older brother that he claims he never sees because he works
graveyards. I’ll say, “Hey, have you seen your invisible brother lately,” and he’ll
laugh and shake his head. Every now and then, he’ll sneak over to me now and
whisper, “hey, I saw my invisible brother last night. He says, hi!” (Audrey,
personal interview)
One hundred percent of the participants in this study found the Strategies for Building
Strong Relationships with Your Focal Students useful, and they all reported plans to
continue using the strategies (as well as others) to build relationships with their students.
How useful is Keeping Equity in Mind in helping teacher leaders engage
students of color? Answering this research question posed a bit of a challenge—how
could I measure student engagement without actually talking with the students
themselves? For the purposes of this study, engagement will be measured by the students’
growth in the content area focused on for their teachers’ cycles of inquiry. Recall the
student growth data highlighted in Table16 at Johnson Elementary. Had students not been
engaged, they would certainly not have been able to show such substantial growth. It is
unclear if the handbook helped teachers engage students at the secondary level.
Anecdotally, both Seema and Vincent felt as though their focal students were more
engaged, but they did not have data to support academic growth for their focal students
(see Challenges and Issues section in chapter 5 for more detail).
What are the participants’ perceptions of the handbook’s content and usability?
The participants had a very positive perception of the handbook’s content and usability.
Vincent considered the handbook a valuable resource he could use across subject areas.
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His cycle of inquiry was in Language Arts; however, he discussed using the processes he
experienced in this study to support him in his mathematics courses.
I think it’s all best practices [the processes set forth in Keeping Equity in Mind].
I’d like to try using it to change the way I address the math course to better suit
the same students. Because, what I’ve learned from this is really pushing myself
and trying something different and the math piece, me teaching that, is um . . . it’s
new to me. I’ve never done it before, and it’s really something that I need to
improve on, so using your method [Keeping Equity in Mind] would help. It would
selfishly give me those bumpers, so I can get better at that topic, so I’d like that.
(Vincent, personal interview)
Similarly, Audrey reported feeling as though the practices she implemented as a result of
participating in two cycles of inquiry were what “good teachers do.”
I think it is all useful. I think it’s what we do. It’s just a more formalized way of
doing it. So, we might think, okay, these are my five kids in the yellow zone in
reading. We might be talking RTI or whatever, and I’m like, okay, how am I
going to reach them? I’m going to do this with them, or I am going to do that with
them, but I guess we [the fifth grade team] don’t always like plan the lesson
consistently, or we don’t always use a formative assessment to make sure that it is
working in a timely way. This helped keep us on track in doing it in a timely way.
Um . . . so that we could readjust [our instruction] more quickly. It was nice to be
able to just do this in math, but really, we need to be doing it in reading, writing,
math, social studies, science, and everything else. It does help keep you . . . even
if we only did it in one subject, and we switched that subject every cycle, I think it
could really help. (Audrey, personal interview)
She went on to report,
I think it is how we …good teachers do things, but this helped us formalize it. We
might have been thinking about these things and had those thoughts in the back of
our heads, but we might not have formally written down kids that we are really
worried about and what exactly are we doing for them . . . um…and really owning
it as opposed to an RTI system where somebody else teaches them that thing that
we think is really important for them to learn, and we get the number back, but
maybe we don’t necessarily know or do the relationship building part because
they are somewhere else. This helps us really formalize it and own it [the growth
of students]. (Audrey, personal interview)

148
Finally, all the participants reported plans for continuing the use of the strategies
they learned while participating in this study. I can infer from this data point, that the
participants find the content appropriate for the work they do in their classrooms in order
to close the achievement gap.
What suggestions do the educational leaders have for the improvement of this
handbook? See Tables 10, 11, and 21 for a summary of the revisions made to the
handbook based on the suggestions of the participants in this study in both the
preliminary and main field tests.
Once the data collected during this study had been analyzed in order to determine
the participants’ perceptions of the usefulness of Keeping Equity in Mind, I moved to
Step 7 of the R&D cycle: operational revisions.
Step 7: Operational Product Revisions
During the operational product revisions stage of the R&D cycle, the product is
revised based on the analysis of the data collected in the main field test. The data
collected in this study served two purposes: (a) to highlight areas for improvement of the
product, and (b) to determine the efficacy of the product (Bridges & Hallinger, 1995).
This section will describe the operational revisions made to the product as well as the
data I used to support those decisions.
Revision 1: Addition of section on formative assessment strategies. During the
main field test, participants were asked to specifically design and administer formative
assessments. The purpose of formative assessment is to determine where a group of
students is in regard to mastering a particular standard. The results of formative
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assessment should be used to drive instruction—that is, depending on how students do on
the formative assessment determines what you teach the next day. The teachers at
Johnson were familiar with, and already using formative assessment, in their classrooms,
so when they were asked to keep record of formative assessment data during their cycle,
this was something with which they were comfortable. At the conclusion of their cycles,
they were able to report the data they collected throughout their cycle, and explain the
decisions they made based on the assessment.
The participants at Sunset, however, had a more difficult time when it came to
assessment. We discussed formative assessment during their planning meeting, but the
participants choose to focus more on planning their lessons, and left the designing of
formative assessments for later. When their cycle concluded, and I asked the participants
about their data, both Vincent and Seema were unable to provide assessment data.
Vincent mentioned he checked in with kids and anecdotally placed students in groups of
varied levels of understanding, but he did not have record of those groups nor did he have
any recorded data. Seema mentioned giving quizzes throughout the cycle. When I asked
how they drove her instruction, it became clear the quizzes, though short, were more of a
summative assessment used to add to her gradebook, rather than drive instruction.
Because both Seema and Vincent did not do formative assessments, I wondered if
formative assessments are something with which teachers participating in a cycle of
inquiry might need support. Therefore, I determined a valuable addition to the operational
form of the handbook would be a section dedicated to providing educators with several
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formative assessment options which could be used in their classrooms in a matter of
minutes.
Revision #2: Added additional strategies for building relationships with focal
students. The participants reported feeling as though building strong relationships with
their focal students had had a major impact on the students’ engagement in their
classrooms. While the handbook used in the main field test had several different
strategies for building relationships with students, I decided to add the following
strategies to the Building Strong Relationships with Your Focal Students section: (a)
Write a Quick Note, (b) Hang out at Recess, (c) Make a Positive Phone Call Home, (d)
Have Morning Meetings, and (e) Don’t Be Afraid to Apologize.
Revision #3: Changing the language in the Focal Students section to language
that mirrors the language of student learning and growth goals (SB290; Hungerford
& Dickson, 2012). The connection between selecting focal students and the learning and
growth goals set by participants in regard to the new evaluation system prompted
revisions to the Focal Students section. According to SB290 (Hungerford & Dickson,
2012), students are ranked in one of the following categories for each standard: (a)
Limited Progress Toward Standard, (b) Progressing Toward Standard, (c) Meets the
Standard, and (d) Exceeds the Standard. I changed the language of color zones to
performance levels, and I added a fourth category (Exceeds the Standard) to the graphic
as well. I revised the Pre-Cycle Planning form to reflect the growth goals set by the
participants—that is, in the Determining Measurable Goals section of the planning sheet,
I revised the preliminary form of the goal from ________% of focal students will meet
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standard to read, Focal students will show growth of ______ percentage points/rubric
points on standard ______________ during this cycle of inquiry.
Furthermore, rather than having readers choose focal students who were within
one year of meeting standard, I revised the language to reflect choosing focal students
who were in either the Limited Progress Toward Standard or the Progressing Toward
Standard performance levels. Because the focal students’ success was not going to be
based solely on whether or not they passed the state assessment, but rather whether or not
they made growth, it made sense to allow readers to choose focal students from both
performance levels.
Revision #4. As a result of the data collected in the final survey (only 20% of the
participants found it useful), I decided to delete the Getting to Know You survey and the
Getting to Know Your Student survey from the handbook.
Revision #5: Mindset survey. The following revision was not based on a theme
that emerged from the data. However, when Jessa introduced the concept to me, I
immediately thought it would make a valuable addition to the handbook. She began to
talk about mindsets and how they affect the way students view their academic
possibilities. Jessa discussed the difference between growth mindsets and fixed mindsets
and how she felt they affected learning outcomes for students.
The idea of fixed versus growth mindsets comes out of research done by Dweck
(2006) at Stanford University. When people have a fixed mindset, they believe their
intelligence or talents are fixed—they are born with a particular level of talent and/or
intelligence, and they cannot develop either trait. In contrast those with a growth mindset
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believe their intelligence and talent can be developed—intelligence can be built upon and
expanded and talents can be honed and improved (Dweck, 2006). Jessa described how
she had given her students a quiz to see where her class was in terms of fixed or growth
mindsets, and she was surprised at how many of her students were operating from the
belief system that their intelligence was fixed, and it could not be improved. Jessa
reported, “I couldn’t believe it. Three out of five of my focal students have fixed
mindsets, and I need to do something about that. If my students don’t believe they can
build and grow intellectually, it doesn’t matter what I do.” Jessa shared the materials she
had used (i.e., the quiz she gave students, the directions for scoring the quiz) with her
class, which she had gathered online.
I added the section, Do Your Students Believe They Can Learn, to the handbook,
which included a brief description of a growth mindset as well as of a fixed mindset. I
included the quiz Jessa gave to her students and the scoring guide that accompanied it. In
addition, I included the website for Dweck’s work and the link to the Ted Talks that
initially got Jessa interested in the topic of mindsets in Further Resources added to the
end of the section.
Table 21 highlights the data collected and the operational revisions made as a
result of that data.
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Table 21
Operational Product Revisions
Data Collected

Operational Product Revisions

Participants at Sunset did not use formative
assessment during their cycle of inquiry

Added a section to the handbook that describes
different formative assessments educators can use in
their classrooms to gather data and drive instruction

The process of going through a cycle of inquiry
focused on the growth of focal students matched
up nicely with the goals the participants were
asked to write following the passing of Senate
Bill 290 (SB290; Hungerford & Dickson, 2012).

Made the following changes to the Focal Students
section of the handbook:
 Added Limited Progress Toward Standard to
Red Zone
 Added Progressing Toward the Standard to
Yellow Zone
 Added Meets the Standard to Green Zone
 Added fourth (Blue) zone: Exceeds the Standard
 Updated Table 1 to match new language and
color schemes of the performance levels
 Revised discussion regarding choosing students
in the yellow zone to choosing students in either
Limited Progress Toward Standard or the
Progressing Toward Standard performance
levels.

“If this process had happened at a slightly
different moment, I might have used the same
data and the same group of students for that
[student learning and growth goals set at the
beginning of the year] as well. So, I think that
focusing on certain students—certain focal
groups—could definitely work alongside of
that.” (data collected during final interview)
“This would be a great tool for teachers. You
may want to consider how it aligns with the new
evaluation system, SB290.” (data collected
during preliminary field test)
In regard to specific relationship building
strategies participants planned to implement
during their cycle of inquiry: “If I have to write
it [the strategies she planned to use to build
relationships with her focal students] down, I
am more likely to do it. It keeps me
accountable.”

Added a place on the Pre-Cycle Planning form for
teachers to specifically plan which relationship
building strategies they plan to use during their cycle.

Brainstormed with fifth grade team at Johnson
regarding different relationship building
strategies they had used in the past. Determined
I needed to add more strategies to the section on
relationships. I added some that the fifth grade
team reported having had success with as well
as adding others.

Added more strategies to the Strategies for Building
Strong Relationships with Your Focal Students
 Positive Phone Calls Home
 Leave a Note
 Hang Out at Recess
 Morning Meetings
 Apologize
Added link to Ted Talks Education
 Rita Pierson: Build Relationships with Your
Students http://video.pbs.org/video/2365006547/

Jessa reported, “I couldn’t believe it. Three out
of five of my focal students have fixed mindsets,
and I need to do something about that. If my
students don’t believe they can build and grow
intellectually, it doesn’t matter what I do.”

Added section on Growth versus Fixed Mindset
 Defined Fixed Mindset and Growth Mindset
 Included student questionnaire and instructions
for scoring it
 Added discussion on what to do with the
information once you have collected it
 Added link to Ted Talk
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Field Testing Issues and Challenges
This study was not without its challenges. While the majority of the challenges
were minor and did not affect the overall outcomes of the study, they did present
obstacles, which needed to be overcome. The following section outlines the issues and
challenges that arose while conducting this research study.
Sample Size and Selection
The sample for the main field test of this study was a purposive sample (Johnson
& Christensen, 2008) of teachers who had participated in equity training provided by
Middleton School District. The participants at Sunset were selected because their
administrator was trying to determine an effective means by which to support his teachers
following the completion of formal equity training by his teachers. In addition, the
teachers at Johnson were selected because I had an insider perspective and an established
rapport with the fifth grade team. I hoped the relationships I had with the participants at
Johnson would allow them to be candid and provide honest feedback regarding the
efficacy of the product. A challenge associated with the use of a purposive sample is the
ability to generalize findings (Johnson & Christensen, 2008). While I understood going in
to this study that I would not be able to generalize the findings because of the sample, it
would make sense in future research to conduct a larger, longitudinal study in order to
determine if any of the findings in this study could be generalized or replicated.
In addition to the challenge of using a purposive sample, the sample size
presented additional unforeseen challenges. This study initially included six
participants—three elementary teachers and three secondary teachers; however, mid-
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study, one of the secondary participants, Ella, withdrew from the study, because she
resigned from her position. Her resignation was sudden, and I was unable to contact her
once she left her position in order to conduct the final interview and survey. It was
especially frustrating as a researcher, because I perceived her as one of the most
passionate participants—she seemed eager and ready to learn.
Insufficient Time
In designing this study, I anticipated one to two cycles of inquiry would be
sufficient for me to determine if participants were beginning to transform their practice as
a result of their implementation of Keeping Equity in Mind. While I could see evidence of
change in practice, I believe to truly accomplish reaching phase 10 of transformation
(Mezirow, 1997), participants would need to participate in a longitudinal study of at least
a year to determine if the participants’ practice began to internalize the use of the
strategies presented in Keeping Equity in Mind.
Time also presented a second challenge at the secondary level. The participants at
Sunset were nearing the end of their academic term when they began to implement
Keeping Equity in Mind. With the end of the term approaching, participants were
suddenly preoccupied with final exams, grading, and the conclusion of their term. While I
would have liked the secondary participants to do two cycles of inquiry, it became clear
that would not be a possibility within the timeframe of this study.
Fidelity to the Process
Throughout the process of this study, I was in contact with the majority of the
participants via email, telephone, and/or informal discussions at their school sites.
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However, one participant, Seema, presented a challenge in that she would not return my
emails, nor would she communicate with me via telephone. She participated in all the
major activities associated with participation in the study (i.e., equity interview, planning
meeting, final interview, and final survey); however, my perception was she was
participating in the study merely because she was a member of Sunset’s first cohort of
teachers who had been trained in equity, not because she was especially interested in
learning from the process. At Sunset’s planning meeting, it became clear she had already
planned out her term prior to the study, and she did not plan to alter those plans. At the
conclusion of the study, I conducted final interviews, and the majority of the interviews
lasted between 45 and 60 minutes. Seema’s final interview only lasted 12 minutes, which
suggests she may not have implemented the practices set forth by Keeping Equity in
Mind. She spoke positively about the experience during her final interview, but I’m fairly
certain her participation in this study did not affect her teaching practice; although, I do
believe (based on her final interview data) she used several of the strategies for building
relationships with her students, which she reported as having a positive effect.
Would the Product Work at the Secondary Level?
Another issue that arose was whether or not the handbook would be useful for
secondary teachers. When I wrote the handbook, I had elementary teachers identified as
my primary audience; I did not anticipate using the handbook with secondary teachers.
However, when the opportunity to work with a team of secondary teachers arose, I
thought it would only strengthen the integrity of the study. I looked at this obstacle as an
opportunity to get more insightful information from the data collection. In addition to
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wondering if the handbook was appropriate for secondary teachers, I worried I did not
have the secondary experience to get buy-in from the participants.
Thankfully, the secondary participants were so eager to get support in continuing
equity work, it did not seem to matter that I did not have secondary teaching experience. I
was welcomed into their planning meeting, and Vincent and Ella openly expressed their
gratitude for the support I was able to give them in introducing possible teaching
strategies. While it is my perception that Seema did not engage fully in the entire process,
I do not believe it is because I was lacking secondary teaching experience.
Collecting Student Assessment Data
Collecting student assessment data presented a final challenge during this study.
The participants at Johnson collected assessment data on their focal students, which they
shared with me, so I could determine whether or not participation in this study might be
affecting student growth. However, the secondary teachers did not provide their
assessment data—even after a reminder in person and several reminders via email. I came
to the possible conclusion that they did not have the data to submit, which led me to
wonder how I could support secondary teachers in assessing their students. While this
presented a challenge initially in the study, it became a valuable insight into what I might
add to the handbook: a section on formative assessment.
Chapter Summary
This section began with an overview of this study and reviewed the study’s goals
as well as the primary and secondary research questions. It discussed the activities
participants participated in at each stage of the R&D cycle (Borg & Gall, 2003), and in
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addition, this section highlighted the themes that emerged through data analysis and the
main and operational product revisions that were made to the handbook as a result of that
data. Finally, this chapter concluded with a discussion regarding the issues and challenges
that arose throughout the R&D cycle. The following chapter discusses the overall
conclusions and assessment of my experience conducting this study. In addition, the
following section includes speculations about future research, development and use of the
handbook, Keeping Equity in Mind, and it concludes with recommendations for
educational leaders as they support their teachers through the process of continuing
equity work in their classrooms.

159

CHAPTER V
CONCLUSIONS, SPECULATIONS, AND RECOMMENDATIONS
FOR LEADERSHIP
Chapter Overview
Nationwide, educational leaders are faced with the daunting challenge of closing
the academic achievement gap for their students of color. Often, people look to education
as the most direct avenue for achieving the American Dream (Ladson-Billings, 2009);
however, a closer look at how the American education system has been underserving
students of color suggests the American Dream is obtainable for members of the majority
group, while it is kept just out of arms reach for people of color. Several factors have
been identified causes for the academic gap: (a) teachers’ lowered expectations for
students of color, (b) teachers’ lowered efficacy when it comes to teaching diverse
populations of students, and (c) institutionalized forms of racism in our school systems
(Diamond et al., 2004; Gay, 2000; Howard, 2006; McKenzie & Scheurich, 2008;
McLaren, 2007; Sirota & Bailey, 2009)
While districts are taking on the challenge of training their administrators and
teachers in equity, formal equity training is not enough—it is the first step on a long road
to change. The handbook, Keeping Equity in Mind, is one tool administrators and
teachers can use in order to begin their journey with a purpose: explicitly meeting the
needs of their students of color by systematically monitoring their growth and
determining next learning steps so that students do not fall through the cracks.
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This study supported six teachers in beginning their journey toward teaching more
equitably. They participated in one to two cycles of inquiry in order to plan engaging
lessons for their focal students. In addition, they took the time to really get to know their
focal students through making authentic connections. For the purposes of this study,
teachers participated in interviews, completed a survey, and allowed me to observe and
participate in their planning meetings. Their participation in this study supported them in
beginning the hard work of keeping equity in mind while planning learning outcomes for
their students of color.
This study was designed to determine the efficacy and usefulness of the
handbook, Keeping Equity in Mind, designed for administrators and teacher leaders
attempting to close the achievement gap in their classrooms following their participation
in formal equity training. The formative and summative data collected in this study
provided the foundation for operational revisions to the handbook, which will make the
product more useful to leaders in the field in the future. This chapter discusses the overall
conclusions of the R&D experience. In addition, this chapter presents speculations for
future research and discusses their significance to adult learning and reformative
professional development as well as the development and use of the product, Keeping
Equity in Mind. Furthermore, this chapter discusses recommendations for leadership, and
concludes with an assessment of my experience going through the process of developing
a problem based dissertation project (Bridges & Hallinger, 1995) and using the R&D
cycle (Borg & Gall, 2003).
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Conclusions
Designing and field testing a product addressing the educational need of supporting
educational leaders in continued equity work through the use of Borg’s and Gall’s (2003)
R&D cycle and Bridges’ and Hallinger’s (1995) PBL module allowed me to better
understand what teacher leaders need in order to begin to close the achievement gap in
their classrooms. The following sections focus on conclusions reached during the
preliminary and main field tests of the product and the revisions made as a result of the
findings.
Steps 4 and 5: Preliminary Field Testing and Main Product Revision
Once I had a preliminary form of the handbook, Keeping Equity in Mind, I was
prepared to conduct a preliminary field test of the product in order to determine the main
product revisions needed to improve the handbook prior to the main field test. The
preliminary field test sample included five teacher leaders, two TOSAs dedicated to
equity work, two administrators, and one instructional coach ranging in experience from
4 to 24 years.
The participants read the handbook in its entirety and wrote marginal notes
regarding questions they had about aspects of the handbook they felt were unclear, topics
they found especially interesting, and suggestions for additions and/or deletions to the
handbook. The following conclusions were reached following the preliminary field test of
Keeping Equity in Mind:
 The handbook needed to make a clearer connection to the student learning and
growth goals put forth by SB290 (Hungerford & Dickson, 2012).
 Participants felt a section on equitable teaching practices needed to be added
during the main product revisions.
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 The handbook needed a section regarding building strong relationships with
students.
 The language of subgroup may be considered offensive, so it was revised to
group membership.
 The use of Adequate Yearly Progress was determined antiquated, and was
changed to state assessment data.
Once the main revisions had been made to the preliminary form of the product,
the handbook was ready to be main field tested in order to determine further revisions
needed to be made to the product as well as evaluate the efficacy of the product in
supporting teachers in continuing equity work in their classrooms. The following section
highlights the conclusions reached regarding the usefulness of Keeping Equity in Mind
during the main field test.
Participants using Keeping Equity in Mind planned lessons that were more indepth than those they planned without using the handbook. The data collected observing
the fifth grade planning meetings at Johnson Elementary showed a progression of
planning beginning with the participants spending 11 minutes planning a week’s worth of
math lessons primarily through deciding which worksheets to use. They did not have a
clear standard determined, nor did they assessments to planning sessions focused on indepth planning of common lessons focused on a specific standard. Their planning
included designing common assessments and determining specific ways in which
participants could engage and motivate their focal students. The participants at Johnson
began talking about students by name and making adjustments in their lesson planning
for their ELL, SpEd, and TAG students as well as their focal students.
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In addition to more in-depth planning, the participants in this study found
selecting three to five focal students on which to focus targeted instruction very
manageable. Prior to selecting focal students, the participants stated feeling overwhelmed
and unable to meet the needs of upwards of 36 students. However, when they were able
to focus on a smaller number of students, they felt as though they could actually make a
difference in meeting the academic needs of those students. Another benefit to selecting
focal students is, at the secondary level, focal students began to advocate for themselves.
For the first time, focal students were initiating discussions and taking the steps necessary
to get further support from their teachers. Because of the success they had with focal
students, the participants in this study reported planning to continue to use selecting focal
students after the conclusion of this study.
Similarly, participants found the time they took to intentionally get to know their
focal students as a valuable practice. They reported feeling as though they better
understood where their students were coming from, and they could connect with their
students on a more authentic level. As a result of building stronger relationships with
their focal students, the participants reported feeling as though they were no longer
allowing their students of color to be invisible. Instead, the participants, as a result of
focusing on focal students, were forced to pull those students to the forefront and engage
and motivate them.
Another conclusion from the research was participants found many of their focal
students began to see themselves differently as students. Suddenly, students who were not
very engaged were staying after school for extra support. Students who had traditionally
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not completed assignments were getting their work in, and focal students were
participating in discussions. Participants also found their focal students were not only
more engaged in their focal subject area, but they were also more engaged in other
subject areas.
In addition to the above findings, the main field test provided data to support the
following revisions to the handbook:
 The addition of a section dedicated to formative assessment strategies,
 The addition of additional strategies for building relationships with students,
 Changing the color zones in regard to focal students to language that mirrors
SB290 (Hungerford & Dickson, 2012).
 The deletion of the Getting To Know Your survey and the Getting to Know
Your Student survey, and
 The addition of the Do Your Students Believe They Can Learn section.
Speculations for Future Research, Development, and Use of the Product
The following section discusses the speculations and findings for future use of the
product as well as discuss speculations and findings from the perspective of adult
learning and reformative professional development.
Discussion and Speculations of Findings from an Adult Learning Perspective
This study supports teacher leaders through the first nine phases of transformative
learning (Mezirow, 1997). Formal equity training guided the participants’ passage
through the first five phases, and implementing Keeping Equity in Mind supported the
participants through phases six, seven, eight, and nine. Recall the 10 phases of
transformational learning (Mezirow, 1997):
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1. Learners are faced with a disorienting dilemma
2. Learners are encouraged to participate in self-examination in order to
recognize taken-for-granted frames of reference
3. Learners engage in an assessment of their taken-for-granted frames of
reference
4. Learners recognize that their discontent is a result of the process of
transformation
5. Learners begin to recognize and explore new roles, relationships, and actions
6. Learners put a plan of action in place
7. Learners acquire new knowledge and strategies in order to implement their
new plan of action
8. Learners implement their new plan of action
9. Learners become more competent and confident in new role
10. Learners’ new frame of reference is integrated into their perspective
While the participants of this study were successful in passing through the first
five phases of transformational learning during their participation in formal equity
training, they reported being changed—having a better understanding of their role as
racial individuals and how their race affects the way in which they engage in their daily
lives. However, they reported feeling as though they did not have a plan of action for how
to begin to close the achievement gap in their classrooms. It is at this point that the
strategies in Keeping Equity in Mind pick up where equity training left off. Table 22
summarizes the transformational phases participants went through as a result of
participating in this study.

166
Table 22
Transformational Phases Participants Went Through as a Result of Implementing
Keeping Equity in Mind
Mezirow’s Phase of
Transformative Learning

How Mezirow’s Final Phases of Transformative Learning
Relate to the Implementation of Keeping Equity in Mind

Learners put a plan of action in
place.

As a result of participating in this study, participants were
supported in developing a cycle of inquiry as an action plan for
teaching equitably in their classrooms. They designed a set of
lessons to address a specific standard and engage and motivate
their focal students. They collected and analyzed preassessments, formative assessments, and summative
assessments to determine student growth.

Learners acquire new knowledge
and strategies in order to
implement their new plan of
action.

Participants acquired knew knowledge regarding specifically
identifying focal students on which to focus their instructional
decisions. In addition, they implemented new strategies for
building stronger relationships with their focal students as well
as implemented new teaching strategies.

8

Learners implement their new
plan of action.

Participants planned and implemented one to two cycles of
inquiry, collected data, and planned for future actions.

9

Learners become more
competent and confident in new
role.

Participants reported feeling more confident in teaching their
students of color as a result of participating in this study.

Learners’ new frame of
reference is integrated into their
perspective.

While participants reported plans for continuing to use the
strategies they learned through implementing Keeping Equity
in Mind, the new frame of reference [planning specifically for
focal students using a cycle of inquiry] is likely not integrated
into their perspective at this point.

6

7

10

Source: Mezirow (1997)

Based on the information gathered in this study, this product can be used in
conjunction with formal equity training by districts in order to support adult learners
through the process of transformational learning in regard to equity in their classrooms.
In order to achieve passage through Mezirow’s (1997) 10 phases of transformational
learning, educators need to participate in formal equity training so that they are able to
recognize and begin to transform their taken for granted frames of reference. But the
work cannot stop there. Educators need to be supported in moving into the final phases of

167
transformational learning: creating and implementing an action plan for closing the
achievement gap in their classrooms. Keeping Equity in Mind is one tool that can be
implemented in order to facilitate continued transformation. In order to reach phase 10,
Learners’ new frame of reference is integrated into their perspective, continued formal
equity work and sustained use of the cycle of inquiry process focused on focal students is
necessary—this work is not something that can be achieved in one formal training and
the participation in one or two cycles of inquiry. The process of transformational learning
becomes ongoing and constant as teachers hone their practice to meet the needs of their
students of color. To think one has mastered the art of teaching equitably, halts the
transformational process, and thus, halts the process altogether.
Discussion and Speculations of Findings From a Reformative Professional
Development Perspective With a Focus on Inquiry
This study supports the use of Keeping Equity in Mind by educational leadership
in order to design professional development activities that are reformative. Recall the
discussion of traditional types of professional development as opposed to reform types of
professional development presented in chapter 2 of this dissertation. Professional
development activities that fall into the category of traditional, or knowledge-for-practice,
are least likely to affect change in teachers’ practice or beliefs; however, teachers
participating in reform activities, or professional development activities described as
knowledge-of-practice, report having transformed beliefs about achievement and how
their practice influences it (Borko, 2004; Cochrane-Smith & Lytle, 2001; Garet et al.,
2001).
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The cycle of inquiry works through many of the components of transformative
learning, and is categorized as a professional development activity that is considered
knowledge-of-practice, and therefore, is appropriate for educators attempting to
transform their beliefs regarding their students of color. As a participant in the cycle of
inquiry, teachers are given the opportunity to see first-hand whether or not their practice
is impacting the achievement of their students, particularly their students of color. If
teachers are reflecting critically on their own practice and whether or not if affects
student learning, I believe they are likely to begin to look at systems of inequity, which
may be their own practice, as the cause for lowered student achievement rather than
continue to blame the students themselves.
By coupling formal equity training with the use of Keeping Equity in Mind,
administrators can support their staffs through continued professional development that
can be reformative—a cyclical process that becomes part of the practice of those
participating. Recall, Darling-Hammond and McLaughlin (1995) argued the success of
the reform agenda depends on “teachers’ success in accomplishing the serious and
difficult task of learning the skills and perspectives assumed by new visions of practice
and unlearning the practices and beliefs about students and instruction that have
dominated their professional lives” (p. 597). While formal equity training supports
teachers in “learning the perspectives assumed by new visions of practice,” Keeping
Equity in Mind supports teachers in “learning the skills” necessary for putting new
perspectives into practice.
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Speculations for Future Research, Development, and Use of the Product
In order to support teachers through the 10 phases of transformational learning
(Mezirow, 1997), I believe a longitudinal study designed to determine the long-term
effects of implementing the strategies presented in Keeping Equity in Mind would be
beneficial in understanding if, through participation in Keeping Equity in Mind, teachers
are able to move into the tenth phase of transformative learning: Learners’ new frame of
reference is integrated into their perspective (Mezirow, 1997), and I would argue
integrated into their practice.
While participation in one or two cycles of inquiry allowed the participants to see
the benefits associated with using a cycle of inquiry and the strategies presented in the
handbook, the study was not long enough to determine if participants would actually
transform their practice to incorporate equitable planning focused on their students of
color. Vincent alluded to the possibility of the cycle of inquiry process “slowly
internalizing where it’s not even a process anymore; it’s just how you design lessons . . .
it’s just how you teach . . . it’s just built into the way you think.” However, I believe it
would be beneficial for administrators to support their staffs through prolonged use of
Keeping Equity in Mind in order to determine if, in fact, prolonged use would transform
the way in which teachers plan their lessons and think of their students of color.
In conjunction with a longitudinal study designed to identify the long-term effects
of implementing Keeping Equity in Mind on transforming educators’ teaching practices, I
believe the development of a website dedicated to the handbook would be a useful tool.
The development of a website did not fit into the parameters of this study; however, I
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recognize the value in educators being able to log into a website, which would have
electronic versions of the forms, links to informational videos and websites with pertinent
information regarding strategies for building relationships with students, using equitable
teaching practices, and participating in a cycle of inquiry. The website could also include
a chat forum for teachers in the process of using the handbook to initiate dialogues with
one another regarding their experience using the handbook.
Finally, I believe future research on the applicability of the concepts presented in
Keeping Equity in Mind and how they might support teacher leaders focusing on other
groups of focal students would be worthwhile. It is my assumption that leaders wanting
to see academic growth with their special education population, with their English
language learners, or with girls in a particular subject area could design a cycle of inquiry
with those focal students in mind and likely see similar results as those found in this
study.
Recommendations for Leadership
Districts nationwide are increasingly focused on closing the achievement gap for
their Black and Latino students. As this becomes more and more important, educators
and educational leaders are being formally trained in equity are beginning to transform
their beliefs about themselves as racial individuals. Although educators and educational
leaders have participated in equity training, often, there is little to no follow through in
supporting teachers and the administrators who support them with understanding how
this new frame of reference manifests itself in the classroom. I believe Keeping Equity in
Mind can serve as a tool to help educational leaders carry out the mission of ensuring the
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students in their classrooms are experiencing quality instruction that is engaging,
motivating, and equitable.
Administrators are charged with the task of ensuring quality, equitable instruction
is occurring in their school’s classrooms. While most administrators are confident in their
ability to support their teachers in improving instructional practices in their classrooms, it
is my experience that fewer are confident in their ability to support their staffs in
incorporating equitable teaching strategies. As districts nationwide take on the challenge
of ensuring all students receive equitable learning opportunities, educational leaders (i.e.,
administrators, super intendants, board members, etc.) will be responsible for finding
tools and resources to implement in their school sites that will support teachers in their
efforts in closing the achievement gap, and Keeping Equity in Mind is one tool
educational leaders can use to scaffold equitable planning for their staffs. In giving their
staffs a concrete plan of action (a cycle of inquiry focused on focal students) following
formal equity training, administrators can ensure equitable teaching practices are being
implemented in the classrooms of their teachers immediately following formal equity
training.
While educators are grappling with implementing the new evaluation system
associated with SB290 (Hungerford & Dickson, 2012) and how to successfully monitor
student growth, administrators can incorporate the implementation of Keeping Equity in
Mind in order to ensure their staffs are monitoring student progress, with a focus on
equity, throughout the school year. In fact, the use of Keeping Equity in Mind can be
written in the goals set by educators at the start of each school year and used to gather the
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appropriate data necessary in monitoring those goals. The handbook provides teachers
with data collection forms and planning forms, which can support teachers in ensuring
they are continually monitoring the growth of their students through the collection of
formative and summative assessment.
In addition to supporting their staffs with monitoring student learning and growth
goals, Keeping Equity in Mind can support administrators in helping their teachers
implement instructional strategies that build relationships with and challenge their
students of color. The handbook will support teachers in ensuring their students of color
do not become invisible or “fall through the cracks.” As equity is becoming more and
more prevalent in the missions and visions of schools and school districts, implementing
Keeping Equity in Mind on a school-wide basis can support educational leaders in
creating a school culture where teachers use data to drive instruction, plan focused
lessons with their students of color in mind, and maintain rigorous learning outcomes for
all students.
While teachers are ultimately responsible for implementing the strategies
introduced in Keeping Equity in Mind, administrators can benefit from setting a tone and
school culture that honors equity, implementing instruction that is focused and explicit,
and supporting their teachers in monitoring their students’ learning and growth goals.
Why leave equity training empty-handed, when you can hit the ground running with
Keeping Equity in Mind?
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Assessment of Experience
I found the experience of designing a problem based project (Bridges &
Hallinger, 1995) through the use of the R&D cycle (Borg & Gall, 2003) very rewarding.
As a teacher, I recognize problems facing educators all the time; however, it is not every
day I get the opportunity to actually take the steps necessary to try to improve them. I
have found the process of identifying a problem (one with which I have struggled my
entire career), designing a product that educators can use to solve it, improving the
product, and actually using the product in classrooms exhilarating. It is something I never
imagined doing before this process—too often, teachers have a wealth of knowledge and
experience that goes unshared because we become too wrapped up in our own classrooms
and the growth of our students that we never get around to sharing that great idea we had
with others. Through this process, I was forced to very intentionally think through my
experience with equity in order to think of how I might support teacher leaders and
administrators in continuing equity work in their schools and classrooms.
The process of reviewing the literature allowed me to get a more in depth
understanding of how teachers’ lowered expectations for their students of color actually
lead to lowered teacher efficacy and lowered rigor in instruction for students of color
(Gay, 2000). A review of the literature grounded my previously held frames of reference
in theory and research, which allowed me to better articulate my beliefs to those around
me. I found I was speaking more intelligibly with my colleagues regarding equity and
student achievement. I do not believe I would have grown in terms of knowledge on the
subject, if I had not gone through the process of reviewing the literature.
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Actually developing the preliminary form of the product was daunting at first, but
quickly became a part of my daily routine. I was surprised to find myself coming up with
a perfect way to organize a particular section on my way to get a cup of coffee, or I
would be in the middle of dinner and remember a perfect quote to support the ideas I was
presenting in one section or another. A day did not go by where I was not thinking about
how I could improve Keeping Equity in Mind, so when it came time to do the preliminary
field test, I found myself excited, but also quite nervous about how it would be received
by other educators.
Once I got through the preliminary field test, I was excited to revise the handbook
in order to better meet the needs of educators in Middleton School District. I enjoyed
adding sections to the handbook on building relationships with students and equitable
teaching practices, and I found myself very excited to begin the main field test. I could
not wait to see if Keeping Equity in Mind could actually change the way teachers planned
for their students of color in their classrooms.
Participating in the planning meetings at Johnson and Sunset was exciting work.
It was great to see teachers debating the value of choosing one teaching strategy over the
other, and it was rewarding to hear educators talking about specific students, and how
they planned to engage and motivate them. I found myself missing the classroom more
and more as I worked with the teachers in this study to plan equitable lessons. The
implementation of Keeping Equity in Mind renewed my love of teaching and passion for
ensuring all children receive equitable learning opportunities.
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Finally, going through the process of collecting and analyzing data evoked
feelings of overwhelm, exhaustion, exhilaration, revelation, and complete awe at the
insight the participants shared as a result of their experiences participating in this study. I
never imagined I would learn so much from this process, both as a professional and a
doctoral student. I truly believe I am forever changed from participating in this process. I
will never look at students the same; I will honor teachers’ experiences and be awe
inspired by their honesty and genuine desire to make a difference; and I will never turn
away a researcher again—since beginning this process, I have agreed to participate in
upwards of 10 telephone surveys, and one study!
Going through this process has brought me to tears, caused me to laugh out loud
at myself, and celebrate the small accomplishments that add up to one incredible
experience—one which I would not trade for the world.
Chapter Summary
This chapter discussed the overall conclusions of the R&D process following the
implementation of the preliminary and main field tests. In addition, it presented
speculations for future R&D and discussed their significance to adult learning and
reformative professional development. Furthermore, this chapter discussed speculations
for future R&D in the field of education. Finally, this chapter concluded with a discussion
of the recommendations for leadership and an assessment of my experience going
through the process of developing a problem passed project using the R&D cycle.
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PARTICIPANT CONSENT FORM
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Dear Workshop Participant,
Teri Tilley, fifth grade teacher and doctoral student, is completing a project-based
dissertation through Portland State University. This study will help satisfy the
requirements of her dissertation project. Participants will implement the strategies
presented in the handbook, Keeping Equity in Mind, and participate in interviews,
surveys and planning observations. The data collected will be used to revise the product
in order to better meet the educational needs of teacher leaders continuing equity work in
their classrooms.
While participants will be asked district demographic data, individuals and their districts
will not be identified in the study. No original names/districts are needed in the written
report of the findings. Participant information will be entirely confidential.
Please sign this informed consent as part of the requirements of research at PSU.
Please review and sign below.

I agree to participate in the problem-based study Keeping Equity in Mind. I understand
that I will participate in interviews, observations, and complete a survey. The research
from these assessments and surveys will be entirely confidential.
Thank you for your participation.

PRINT NAME
SIGNATURE
EMAIL

DATE

______
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EQUITY INTERVIEW PROTOCOL
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Teri Tilley
Portland State University
Date:
Participant Code:
Participant Information:
Race: ______________________ Years Teaching: ________ Grade Level: __________
Gender: ____________________ Number of Cycles Completed: ___________________
Research Questions
Question
How long have you been in
education? What positions have
you held?

What have you been thinking
about since your participation in
equity training?

Response

Notes

186
How (if at all) has equity
training changed the way you
look at yourself as a racial
individual?

Following your participation in
equity training, what (if
anything) are you hopeful about?

Is there anything you are
skeptical about? If so, what?

Following equity training, how
confident do you feel in teaching
diverse populations of students?

187
What do you think needs to
happen in order to close the
achievement gap?

Following equity training, what
has changed in your teaching
practice? Can you give
examples? If nothing has
changed, why do you think that
is?

What do you hope to gain from
using the handbook, Keeping
Equity in Mind?
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APPENDIX C
FINAL INTERVIEW PROTOCOL
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Teri Tilley
Portland State University
Date:
Participant Code:
Participant Information:
Race: ______________________ Years Teaching: ________ Grade Level: __________
Gender: ____________________ Number of Cycles Completed: ___________________
Research Questions
Question
How do you think the cycle
went?

How was your teaching practice
different while using Keeping
Equity in Mind?

Response

Notes
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How did the academic
performance of your focal
students change?

How were your relationships
with your focal students affected
during your cycle of inquiry?

What strategies did you use to
build relationships with your
focal students?

How was your lesson planning
affected by participating in a
cycle of inquiry?
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What were the benefits and
limitations of using Keeping
Equity in Mind?

What aspects of Keeping Equity
in Mind do you see yourself
continuing to use? Why?

What aspects of Keeping Equity
in Mind will you likely not use
again? Why?

How realistic do you think this
process is for teachers to use?
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How (if at all) can this tool help
teachers close the achievement
gap?

Following the implementation of
Keeping Equity in Mind, how
confident do you feel in teaching
diverse populations of students?

Is there anything else you would
like me to know regarding your
experience using Keeping Equity
in Mind?
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PLANNING MEETING OBSERVATION PROTOCOL

Pre-Cycle Planning
Observation
Date

Length of Planning
Meeting
Teaching
Target (s)/ Standard(s)
Discussed
Teaching Strategies
Used in Lesson
Planning

Assessment

Cycle 1 Planning
Observation

Cycle 2 Planning
Observation
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Discussion regarding
specific students

Relationship Building
Strategies
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